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Abstract 
COLLEGE READINESS AND ACADEMIC SUCCESS FOR ARTS MAGNET AND 
TRADITIONAL HIGH SCHOOL GRADUATES 
by 
Dianne Crum Dawood 
University of North Florida 
Dr. Joyce T. Jones, Chair 
Department of Leadership, Counseling, and Instructional Technology 
The purpose of this study was to explore the effectiveness of the alis magnet high 
school in preparing its graduates for college readiness from the threshold of college-
admission (high school grade point average and achievement scores) through 
matriculation to the type ofbaccalaureate degree awarded. 
The setting was 15 public arts magnet high schools and 15 randomly-selected 
public traditional high schools and the Florida State University System of 11 
postsecondary institutions. The research population was four 6-year cohorts of graduates 
of the 30 high schools in the present study (N = 8,967). Logistic and linear regression 
techniques, college admission data (grade point average and achievement scores) and 
college pmiicipant data (number of terms to degree, changes in college major, college 
GPA) were used to predict college success. 
The results of logistic regression (N = 8,967) showed no statistically significant 
difference in achievement test scores and grade point average between arts magnet 
graduates and the comparison group. The present study found no evidence of 
instrumental value to the arts experience as measured in standardized test scores and 
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grade point average. The findings of the present study were congruent with the results of 
other arts magnet high school research studies repmied in the literature. The majority of 
Florida's arts magnet high schools when compared to high schools in their respective 
districts present lower dropout and absenteeism rates and higher graduation rates. The 
results of chi-square test of independence indicated that arts magnet high school 
graduates who chose arts-based college majors were more likely to remain stable in their 
choice through baccalaureate degree than any other subgroup in the research sample 
including both traditional high school graduates and arts magnet graduates choosing other 
majors (p < .001). 
It follows that for the years studied in this research, arts magnets brought great 
diversity to the State University System. By ethnicity, minorities represented 47.4% (n = 
1,826) of arts magnet research sample (n = 3,846). A chi-square test ofindependence 
indicated that Black males graduating from arts magnet high schools were more likely to 
complete to a college degree (p < .001) than those in traditional high schools. Overall, the 
demographic analysis of the present study provides strong evidence that arts magnet high 
schools have achieved the education diversity goals of the magnet concept. 
The findings of the present study support effectiveness of arts magnet schools as a 
public policy vehicle of school choice, equity, quality, and accountability. Atis magnet 
schools represent a paradigmatic shift in how public schools offer choice to parents. The 
present study found that graduates of arts magnet high schools are equally prepared for 
competitive college admission into state universities with a value-added component of an 
intensive arts curriculum and positive secondaty school climate. 
Chapter I: Introduction 
A relatively recent reform in U.S. public education, the concept of magnet 
schools, has provided a window of opportunity for arts advocates. Magnet schools were 
introduced by the federal govemment as one approach in facilitating the desegregation of 
schools and to provide parental choice and a high quality education in core courses. 
However, for advocates of arts education--dance, music, theatre/drama, and the visual 
arts--atis magnet schools have provided greater visibility as a viable presence of the arts 
in a complete education. There is a need to better understand the arts magnet high school, 
its programs, and its impact on the college success of its graduates. This study addressed 
these issues. 
Background 
Americans hold a utilitarian view of education. The practical benefits of the arts 
do not weigh heavily alongside the importance of science, mathematics, and reading, and 
the arts have played a relatively unimp01iant role in American schooling. Although the 
law mentions the arts as a "core subject," in the most recent federal educational reform, 
the No Child Left Behind Act of2001 (Paige, 2004), art study was cut from 
appropriations, along with social studies and foreign language. Without the components 
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recognized internationally for cultural literacy, public schools offer what has been called 
the "lost" or "atrophied" curriculum (Chapman, 2004). 
Arts education has a complex history that bears careful review to better 
understand the evolution of inclusion of the arts in public secondary schools. That broad 
framework was the guide for this study. Within that framework, the theoretical construct 
upon which the significance of the study rests is the view of education in the arts as 
holding both intrinsic and instrumental value. Eisner (1999) posed three levels or tiers of 
understanding of "What the Arts Have to Teach," I have conceptualized as shown in 
Core curriculum: 
Basic Strands of 
Math 
Science 
Social Studies 
Art 
English 
Ill. Ancillary Outcomes 
of Arts Education -
instrumental use of the 
arts to teach other 
subjects 
II. Arts-Related 
Outcomes of Arts 
Education - art as 
appreciation and 
aesthetic competency 
I. Arts-Based 
Outcomes of Arts 
Education-
the arts as part of the 
core curriculum 
Figure I. Conceptual framework of What the Arts Teach (Eisner, 1999). 
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Figure 1. The first tier, Arts-Based Outcomes of Arts Education, is directly related to 
student performance in arts coursework, the core curriculum, and learning which can be 
evaluated through arts-based assessments. Arts-Related Outcomes in Arts Education 
pertain to the perception and comprehension of aesthetic features in the general 
environment focused on reaching an enhanced aesthetic experience in life. Arts-Based 
Outcomes require an understanding of the culture and general environment in life 
experiences. Ancillmy Outcomes of Arts Education pertain to outcomes that transfer 
skills in the arts to non-arts tasks or justifying the arts on the basis of advancing academic 
achievement in other subjects. 
Brent Wilson's study (2001) of outstanding arts magnet high school programs 
proposed that it is the unique pedagogic structure and transformative climate of the arts-
magnet learning institutions that result in higher achievement, personal commitment, and 
engagement in lifelong learning. The tenns "climate" and "culture" are often employed 
by educators to describe the patterns and forces in their schools that lead to student 
success (Bolman & Deal, 1997; Hoy & Miskel, 2001; Sashkin & Walberg, 1993). 
Few of our schools provide an educational climate in which the study of art is of 
sufficient scope, duration, and substance to cultivate an appreciation of art (Chapman, 
1982). These opportunities should be a normal part of every child's education. Arts 
educators defend arts education for what Eisner (2002) described as its special capacity to 
provide youth with opportunities to realize the values of an aesthetic fmm of life, the 
theory of attainment and possession of what Bourdieu (1993) theorized as "cultural 
capital." Knowledge in the arts has been shown to transcend social class baniers and 
facilitate upwardly mobile careers and social paths (Gans, 1992). Class position is no 
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longer the best predictor of cultural competency. Educational prerequisites that enable 
understanding and participation in the arts eliminate the stratification and segregation of 
the preference for high, middle and low culture. Gans argued that status attainment 
studies of the 1970s revealed that class position is now better explained by personal 
achievement, notably education, as many more young people are provided the 
opportunity to attend and succeed in college. Education was found by Davis (1982) to be 
the most pervasive predictor of ease of participation in diverse larger cultures. Hirsch 
(1987) suggested that there is an aesthetic awareness that every American should possess 
from a body ofknowledge (academics, literature, languages, and the creative mis) 
required by modem society in the developed world. Citing the inequality of exposure to 
aesthetic experience for students in the United States, Hirsch argued that " ... many more 
students could become highly literate if they were presented with the right sort of 
curriculum" (p. 116). 
The arts have been considered nonacademic and excluded from the core 
curriculum in every educational reform launched in the past fifty years~ Conversely, arts 
educators, in an effoti to strengthen the position of the arts as a basic to the core 
curriculum, have argued that the creative arts can buttress the traditional academic 
subjects (mathematics, science, social studies, and language arts). The reasoning from 
this posture is clear: if the mis were valued in academic areas of critical focus in 
mandated achievement tests, perhaps the mis would be valued for their contribution to 
other subjects. During the 1980s, this approach became a favored strategy for retaining 
the arts in public schools in the United States. If the arts do boost academic achievement 
and an arts magnet high school offers a core curriculum enriched with added-value arts 
studies, then hypothetically graduates with an atis magnet high school diploma should 
persist at a higher level of college readiness and academic success as college completers. 
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A major detenent to any focused effoti by the atis community to pursue this 
strategy for atis inclusion is conflict within the community. Today there is a division of 
philosophy between atis advocates and atis educators that threatens to seriously 
compromise the provision of a public school education in the arts. The conflict is over 
jurisdiction for K-12 atis education which surfaced soon after the establishment of the 
National Endowment for the Arts in the 1960s. Political control over federal funding 
sources between the arts bureaucracy and atis educators fueled the turf wars and, as a 
result, the status of arts education has been equivocal. In the 1970s, when federal funding 
for arts education was cut, a power play over policymaking authority, responsibility for 
delivery of atis education, and fiscal resources for the atis in K-12 schools divided the 
atis education community (Hamblen, 1995). The future of government suppoti of the atis 
depends heavily on the effoli of atis education leadership to convince Congress and the 
general public of the need and appropriateness of atis as a part of the basic cuniculum 
(Baumol & Bowen, 1966). However, as a result of the policymaking conflict, empirical 
research in atis education has been highly politicized in the last decade. The research 
effotis published by national atis advocacy and national arts education organizations is 
described and discussed in Chapter 2 of the present study. 
Federal Secondmy School Reform Initiatives 
In American education, a paradigm shift toward refonn is a constant. "Reform 
grows naturally ... as the characteristic way that public schools are 'improved"' (Chubb & 
Moe, 1988, p. 1 070). Beginning with an 1895 repoti by the Committee of Ten for the 
reform of secondary education, the policy was set which for the entire twentieth centmy 
doomed the arts to the status of elective studies. Subsequently, in 1918, the Cardinal 
Principles of Secondary Education was issued which became the weakening factor for 
any equitable opportunity to an alis education in American schools (Mirel, 2006). 
Later 20117-Century Reforms 
6 
Educational refonns in the last 50 years have focused on standards-based reform 
and markets and competition which operate through choice. Choice has been an element 
of desegregation plans and also has been an element of other strategies embodied in 
charter schools, magnets, and vouchers (Orfield, 2003). Each concept of educational 
reform has focused primarily on addressing equitable distribution of resources to 
disadvantaged populations (disabled, racial, language minorities, and low-income 
communities) and stimulating educational improvement through research and innovative 
projects. Although there has been a great deal of educational refotm already at the K-12 
level, few reforms have been designed to strengthen the connection between high school 
and college (Conley, 2005). There were three major theories of school reform and the 
positioning of mis education, respectively. In the 1960s refom1ists pursued academic 
rigor and excellence in education; and mis advocates touted the instrumental value of the 
arts for its usefulness in transferring leaming for mathematics, science, and reading skills. 
During the segregation policies in the 1970s, public education strived for equity of 
oppotiunity, and the arts were marketed as tools for multiculturalleaming and for at risk 
and underserved youth (Fiske, 1999). The 1980s refotm based upon a competitive market 
theory involved school choice for parents, and creative and performing alis magnet 
schools became one of the most popular parental options for a standardized academic 
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core which included a discipline-based art education. Since the tum of this century, The 
No Child Left Behind Act of2001 (NCLB) is reshaping public education in the United 
States "based upon four basic principles: stronger accountability for results, increased 
flexibility and local control, expanded options for parents, and an emphasis on methods 
that have been proven to work" (NCLB). The arts were initially included in NCLB but, in 
2003, arts-designated funds were cut in order to fund higher priorities. NCLB now 
authorizes arts education activities only under the provision of research, development, 
and improved academic achievement. Arts magnet schools under the NCLB guidelines 
must prioritize improvements in science, mathematics and reading (Chapman, 2004). 
Magnet Schools 
Magnet schools have become a significant factor in urban education, offering a 
means of furthering integration and also enhancing the quality of education. Orfield 
(2003) argued that the most successful of educational refom1s are standards-driven 
reforms through school choice. The magnet concept represents a paradigmatic shift in 
how public schools offer choice to parents. The mis-magnet curriculum is a fundamental 
shift in instructional approaches. 
The presence of atis magnet schools in school districts is probably the most 
important factor in developing and sustaining arts programs in schools. Perfonning and 
visual arts schools have a remarkable record of high achievement test scores, low dropout 
rates, high college acceptance rates, and continued advancement in life skills (Daniel, 
2000). However, atis-focused schools as an alternative program of education have been 
viewed with skepticism and criticism by parents and students associating the alternative 
program with schools of rehabilitation, behavior modification, and remediation (Hanna, 
1994; Raywid, 1994; Shircliffe, 2002). Brent Wilson (2001), in his evaluation of 14 arts 
and a1is-related magnets for the President's Committee on the Arts and Humanities, 
concluded that what had initially been a "mandate to change school populations by using 
the mis as a magnet had become a [method] ... to transform schools and schooling" (p. 
8 
3 70). The vitality of mis magnet schools as models for school improvement and reform is 
the subject of this dissertation research. 
Importance of Postsecondmy Readiness 
Career success, higher eamings oppmiunities, and other societal rewards are in 
large part conditional on eaming a college degree (Tinto, 1993). American students with 
a college degree realize a higher rate of retum in wages eamed for their investment in 
education over the wages of a high school graduate (Becker, 1993). More than 80% of 
students indicate that they will eam a baccalaureate degree and nearly half also expect to 
eam a graduate or professional degree (Csikszentmihalyi & Sclmeider, 2000). However, 
only about half of the students who enroll in college in the United States are ready for 
college-level studies (National Center for Educational Statistics, 2004). Tinto (1993) and 
Bean and Eason (200 1) have advanced theories of college persistence supporting the 
importance of the student's academic ability and the concept of college readiness. Bowles 
and Gintis (1976) found that perseverance, dependability, and consistency are the most 
important predictors of academic success. A study of persistence in college is 
exceedingly pertinent: in today' s education reform agenda, the Florida State University 
System repmied that in the first 2 years students leave, 3 7% in the first year and 61% in 
the second (Florida Board ofGovemors, 2004b). Florida's recently fmmed Task Force 
for High School Reform recognized that to increase the number of students eaming a 
college degree, the state must increase academic achievement levels of high school 
students, change the culture of high school, and create a new high school diploma based 
upon student interest coupled with rigorous core requirements (Winn, 2006). 
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"Degree completion is the true bottom line for college administrators, state 
legislators, parents and, most impmiantly, students" (Adelman, 1999, p.l). To assist 
educational leaders in helping students achieve college readiness, it is important to 
identify variables available at the high school level to predict academic success and 
persistence in higher education. Universities have established selection criteria for 
admission using a combination of high school grade point average, SAT and ACT scores, 
and coursework, extracunicular activities, and personal qualities to add to the university 
community (Kumar, 2004). Adelman also argued that the rigor of a student's high school 
cuniculum is related to the expectation of postsecondary degree completion. Arts 
educators argue that an arts cuniculum is a rigorous curriculum, but data are lacking that 
measure the relationship of an arts magnet cuniculum and college readiness, 
performance, achievement and success. 
What is a good definition of "college readiness" and how is that to be measured? 
Historically, educational researchers have considered variables such as academic 
background, persistence through the college experience, and a certain degree of maturity. 
As educational leaders, we are learning more about what is needed for success in college 
and that there are non-cognitive issues that come into the equation now that we have 
never had to consider before. 
There is widespread agreement among educational leadership and policymakers 
that the United States must raise the academic achievement of its young people. In the 
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labor market of the Twenty-First Century, all high school students must graduate with the 
knowledge and skills necessary to succeed in a postsecondary institution. The trends in 
Intemational Mathematics and Science Study [TIMSS] study has rep01ied that, among 21 
participating countries in an assessment of mathematics and science general knowledge, 
the U.S. student performance was consistently mediocre. U.S. 12th graders in 1999 were 
"almost last among students who participated in the TIMSS study," a trend perpetuated in 
2004 when "America's 15-year-olds perfonned below the intemational average" in 
mathematics and science on the U. S. Department of Education Program for Intemational 
Student Assessment (PISA); American Institutes for Research, 2005, p. 1). Paradoxically, 
Florida, the focus of the present study, is slightly above the national average, considering 
that 59% of its high school graduates enroll immediately in higher education, but the state 
is significantly above the national average in the number of students who never make it to 
high school graduation (Florida Board of Govemors, 2007). In 2005, Florida SAT results 
were near the bottom of the 50 states (Florida SAT Scores Tumble, 2005). 
Research in Arts Education 
Empirical research in arts education has been highly politicized in the last decade. 
The most prominent instrumental claim for arts education is a prestigious report by the 
President's Committee on the Arts and Humanities claiming in its marketing brochure, 
Eloquent Evidence: Arts at the Core of Leaming, that "teaching the arts has a significant 
effect on overall success in school" (Murfee, 1995, p. 3). This report emphasized that 
SAT scores, both verbal and quantitative measures, were higher for high school students 
who took art courses than for those who took none. Studies of the con-elation of higher 
SAT scores and experiences in arts courses suggest that students that are high achievers 
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are more focused and participate in more non-required courses and extracurricular 
activities (Eisner, 1999; Vaughn & Winner, 2000). Nobel Prize-winning economist Gary 
Becker (1993) theorized that abler persons invest more in themselves. 
Hamblen (1993) acknowledged that there is a body of knowledge supporting the 
instrumental benefits of the creative mis in education that focuses on two explanations for 
why learning in the mis might transfer to leaming in an academic subject area. The first 
explanation links academic achievement to cognitive skills learned through the arts. The 
second involves the more circuitous motivational link that learning in the mis might 
stimulate attitudinal changes which could spill over into academic achievement, but no 
evidence has been found that studying the arts raises grades in academic subjects 
(Hetland, Winner, Veenema, & Sheridan, 2007). Studies ofthe benefits of arts 
involvement fall into three major categories: improved academic performance, improved 
basic skills in reading and mathematical skills, and improved attitudes and skills that 
promote the learning process itself (McCarthy, Ondaatje, Zakaras, & Brooks, 2004). The 
debate about intrinsic and instrumental purpose in the arts cuiTiculum has yet to be 
adequately resolved. 
Since 1993 the National Art Education Association Research Commission has 
emphasized the need for more substantive research in art education (Brewer, 2002). The 
Harvard Educational Review affirmed its conviction that "educational refmm and debate 
without the arts is incomplete reform," insisting that learning in the arts is fundamental to 
education because the arts are an essential aspect of human knowing and being in the 
world (Bucheli, Goldberg, & Phillips, 1991, p. 25). There remain knowledge gaps and 
unanswered questions about the significant approach to arts in education that arts magnet 
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high schools represent. Hamblen suggested that policymaking for arts education should 
be driven by relevant research, but arts education has been "notoriously strong in theory 
and weak in empirical research" (1995, p. 32). 
Statement of the Problem 
It is critical to examine the effectiveness of arts magnet high schools. If mis 
education is to have parity in the educational budget and basic cuniculum, arts education 
must prove its wmih in American schools (Fowler, 1988). To address this problem, there 
is a need for empirical evidence that examines whether students with an arts magnet 
diploma are equally successful in college (academic achievement, persistence measured 
by completion [time to degree, number of degree changes] and attaining a baccalaureate 
degree) as students earning a diploma from a traditional high schoo.l. 
Purpose of the Study 
The purpose of the present exploratory study was to examine the effectiveness of 
arts magnet high schools in readying graduates for the college experience. In Florida, the 
state of focus for this study, students who pass all the tests in high school sometimes get 
to college and find out they are unprepared for college-level work (Korn1anik, 2005). 
This present research work investigated whether there is a difference in college readiness, 
achievement, persistence, and graduation of arts magnet high school graduates and 
graduates of traditional high schools. Through a retrospective design, this study examined 
the 6-year progress of four cohorts of arts magnet high school graduates and comparison 
groups of traditional high school graduates who completed to a baccalaureate degree 
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from one of the Florida State University System (SUS) institutions in the fall semester 
following high school graduation. Disaggregate student data was obtained and analyzed 
to address the five research questions. 
Research Questions 
The following research questions guided this study: 
1. Is there a difference in college readiness (as measured in high school 
GP A, SAT, and ACT) between the graduates of arts magnet high schools 
and traditional high schools? 
2. Is there a difference in terms to college degree (measured in semesters 
emolled to college degree) between graduates of arts magnet high schools 
and traditional high schools? 
3. Is there a difference in the number of major changes to college degree 
between graduates of mis magnet high schools and traditional high 
schools? 
4. Is there a difference in academic success (measured by the final college 
GPA) between graduates of arts magnet high schools and traditional high 
schools? 
5. Is there a relationship between the number of arts-related college degrees 
and the type of high school attended? 
Significance of the Study 
The findings of this study may infmm the educational policymakers who must 
address issues of diversity, academic success, and fiscal constraints in higher education. 
Data consistently show that minority students graduate from high school at lower rates 
than do white students and participate in higher education at lower rates. The 
achievement gap continues to be strong and resistant to improvement in Florida; refmms 
have produced slight gains that have failed to persist. In a recent report to the Florida 
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Board of Governors Foundation regarding the future of the State University System, the 
Pappas Consulting Group warned that unless the state becomes aggressively intentional 
about closing the minority achievement gap, Florida runs the risk of further declines in 
high school graduation rates and postsecondmy education pmiicipation rates (Florida 
Board of Governors, 2007). Legislators, teachers, and parents are challenged to break the 
cycle. With the economy now in a serious recession, educational budgets are being cut. 
The State of Florida faced a $3 billion shortfall in 2008 (Bousquet, Colavecchio-van 
Sickler, & Lemy, 2008). As the budget for educational programs tightens, policy makers 
must have information about the effectiveness of educational programs in promoting 
academic excellence and fiscal accountability if they are to make informed and 
transformative choices for the allocation of resources. From a fiscal accountability 
standpoint, Florida mis magnet high schools are more expensive to taxpayers in higher 
program costs (due to specialized technical audio/visual equipment, musical instruments, 
visual arts supplies, and performance requirements) as compared to costs for traditional 
high schools chosen for this study. Arts magnet high schools programs, on average, cost 
20% more than traditional comprehensive high schools (Figure 2). However, analysis 
may reveal that higher expenditures initially in the mis magnet high school in the 
educational continuum yield a cost/benefit for promoting diversity, academic 
achievement, and baccalaureate education, producing young citizens who will be more 
successful in life (wage earners, self-sufficient, more focused, and goal-oriented). 
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Figure 2. Comparison of Per Pupil Program Costs: Florida arts magnet schools compared to 
traditional high schools in districts 
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In 2006 the Florida Board of Governors commissioned an evaluative study of the state's 
higher education system. The findings of The Pappas Report (Florida Board of 
Governors, 2007) raised serious questions about the postsecondary participation rates and 
equality of educational opportunity for Florida's high school graduates. With an already 
low high school graduation rate (56%), Florida runs the risk of further declines unless its 
policy makers and educational leaders become aggressive about closing this education 
gap of equity and accountability. Of the recipients of standard diplomas in Florida's 
public high school graduates enrolled as degree-seeing students in Florida public 
universities, only 63% were considered "ready" in reading, writing, and mathematics 
with a significant gap in college readiness skills existing between the 71.3% White 
students' readiness and 42.5% of Black students "ready" in all three areas (Florida 
Department ofEducation, 200lb). As measured by SAT scores, the academic 
achievement gap continues to widen as reflected in the average SAT scores of white 
students at 1,043 in 2005, Hispanics 961, and Blacks 856. Black enrollment in higher 
education is projected to decline from 20% in 2006 to approximately 18% in 2018. 
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Bailey (1987) challenged that little is known about the actual relationship between 
magnet school experience and its benefit to students once they leave high school. With 
Florida's SAT scores at the lowest they have been in 30 years (Pope, 2006), a high school 
cuniculum choice that enhances college readiness would be a powerful tool for 
educational leadership. This study contributes to a greater understanding of the 
relationship of high school alis magnet programs to the postsecondmy experience, the 
success of students in achieving career objectives, and whether the magnet experience 
has a con·elative connection to the students' ability to gain entrance and succeed in the 
college of choice. 
The present study is based on the premise that education in the alis is a 
contributor to college readiness, terms to college degree, changes to college major, and 
academic success. This study is an impoliant examination of the value of the arts magnet 
school in the high school cuniculum. The findings of this study will inform students, 
parents, educational leaders, and policy makers. 
Information from this research was designed to offer educational leaders a 
measure of alis magnet program accountability. Research is wananted that detennines if 
the type of high school attended contributes to prediction of readiness and academic 
success in college. If type of high school is found predictive over time with four different 
cohmis of students, this knowledge could provide educational decision makers 
information potentially valuable in assisting at-risk students in achieving academic 
success and completing a college degree. 
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Findings from this dissertation could be used in several ways. Data can be used as 
a perfom1ance benchmark to evaluate the cost-per-student effectiveness of a more 
expensive arts high school for federal, state, and school district fiscal planning. Magnet 
school programs are more expensive for taxpayers than traditional schools. In Florida, 
mean program operating costs per student for atis magnet high schools in the latest year 
for which information is available was $6,260 compared to $5,206 for traditional high 
schools. Teachers' salaries for arts magnets were $43,488 compared to $42,908 for 
traditional high schools (Florida Department of Education, 2005d). 
Philanthropic investors in the atis are urged to support research-based programs 
(Teitelbaum & Gillis, 2003). A substantial body of sound empirical research is necessary 
if arts magnet education is to be clearly articulated as having an enduring educational 
value. Otherwise, based upon the historical pattem of cyclical education reform, the atis 
will continue to be marginalized from the high school curriculum (Siegesmund, 1998). 
The findings of this research will contribute to the knowledge base on the merits and 
evaluative components of an arts magnet educational concept to benefit secondary and 
postsecondary programs. 
Definition of Terms 
For purposes of this study, operational definitions are provided for the following 
terms. 
Academic success. As is defined for this study, academic success is the GPA upon 
graduation and completion of a postsecondary degree. 
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Admissions criteria. The minimum state level admissions criteria that have been 
established for first-time-in-college students at Florida public universities. Students 
graduating from a Florida public high school who have completed the required 18 high 
school credits for admission, taken the ACT/SAT, and who are in the top 20% of their 
high school graduating class are guaranteed admission into a state university; this does 
not necessarily guarantee their admission into the university of their first choice. 
Admissions decisions are based on (a) high school graduation status; (b) grade point 
average in academic core courses; and (c) admissions test score(s) (SAT/ACT). Rules 
6C-6.001 and 6C-6.002 FAC provide a sliding high school grade point average and 
admission test score minimum scale which most students must meet. The minimum 
requirements apply to all11 postsecondary universities. However, universities are 
permitted to have higher admission standards, and there is variation between universities. 
In February 2000 the admissions rule that affects undergraduate admissions 
practices in Florida universities was revised. University admissions criteria shall not 
include preference on the basis of race, national origin, or sex (Rule 6C-6.002(7), FAC) 
(Florida Center for Advising & Academic Support, 2005). 
Arts education. Basic arts education, as defined by the National Endowment for 
the Arts in Toward Civilization (1988) consists of"the disciplines ofliterature (from the 
art of writing); visual art, and design (from the arts of painting, sculpture, photograph, 
video, crafts, architecture, landscape and interior design, product and graphic design); 
performing art (from the arts of dance, music, opera, and musical theater and theatre); 
and media art (from the arts of film, television, and radio)" (p. 13). 
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Arts-integrated curriculum. The atis education curriculum is integrated into "atis 
and other non-arts curricula used to enhance the student's educational experience" 
(Eisner, 2002, p. 39). 
Arts magnet high school. The visual and performing arts magnet high schools are 
designed for the artistically talented. Students patiicipate and, eventually, major in visual 
atis (painting, sculpture, graphic arts, architecture); dance (modem, tap, jazz, ballet); 
music (instrumental and vocal); theatre (perfmming, technical, management, criticism); 
or television/radio production (performance and teclmical). The Florida atis magnet high 
school curriculum provides an academic background in all core subjects and is designed 
to prepare students for fmiher professional study and career options in the atis (Halquist, 
2003). 
College entrance tests. Since the mid-1970s, an ACT or SAT score is required for 
admission to a Florida state university (Florida Center for Advising & Academic Support, 
2005). 
American College Testing (ACT). This standardized test measures students' 
general educational development and their ability to complete college-level work. The 
ACT test covers English, mathematics, reading, and science reasoning (Lord, 2003). 
Scholastic Aptitude Test and Scholastic Assessment Test (SAT). The SAT is a type 
of standardized test frequently used by colleges and universities in the United States to 
aid in the selection of incoming students. In the United States, the SAT is administered 
by the private College Board, and is developed, published, and scored by the Educational 
Testing Service (ETS) (Lord, 2003). 
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College persisters. Tinto (1993) defined college persisters as eve1yone who was 
either still enrolled in a four-year college via continuous attendance or has enrolled again 
after having stopped out sometime after first entry to college. 
College readiness. College readiness in a public university in Florida is defined 
by the demonstration of certain basic skills before they are considered "ready" for 
college-level math, reading, and writing (Florida Department of Education, 2001a). 
Common Data Course Files. The student data common course files is an online 
database publicly available of education perf01mance accountability measures, standards, 
and perf01mance improvement targets tlu·oughout Florida's K-20 education delivery 
system; the files are maintained by the Florida Office oflnformation and Accountability 
(EIA) (Florida Information Resource Network, 2006). 
Dedicated magnet. A dedicated magnet is a magnet program in which all students 
attending the school are enrolled in the magnet curriculum and all students choose to 
attend the school. There is no neighborhood attendance zone and no assigned student 
population in a dedicated whole-school magnet. Enrollment for all students is subject to 
racial balance guidelines (Steel & Levine, 1994). 
Discipline. A discipline is a concentrated field of study that is marked by 
recognized communities of scholars or practitioners, established conceptual structures, 
and accepted methods of inquiry (Clark, Day & Greer, 2000). 
Discipline-based Art Education (DBAE). This is a comprehensive approach to 
teaching and learning in the visual arts, developed primarily for K-12 schooling. It 
features systematic and sequential learning experiences in four distinctive domains of art 
to help students create, understand, and appreciate art, artists, artistic processes, and the 
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roles of art in cultures and societies. DBAE draws its content primarily from the basic art 
disciplines of art making, art criticism, art history, and aesthetics (Dobbs, 2004). 
Florida State University System (SUS). The Florida SUS is the system of 11 
public universities offering baccalaureate and graduate degrees: University of Florida 
(UF), Florida State University (FSU), Florida A&M University (F AMU), University of 
South Florida (USF), Florida Atlantic University (FAU), University of West Florida 
(UWF), University of Central Florida (UCF), Florida International University (FlU), 
University ofNorth Florida (UNF), Florida Gulf Coast University (FGCU), New College 
of Florida (NCF) (Florida Department of Education, 2004). 
Grade point average (GPA) for high school and college. The high school grade 
point average (GPA), upon which the student's application for admission is valued, based 
on a 4.0 grading system. A maximum of 5.0 is allowed for GPA since it is possible to 
obtain this average with extra weights, modified through quality points earned for 
successful completion of courses such as advanced placement courses, on a 4.0 scale 
(Florida Department of Education, 2004). For this study, the college GPA is the 
postsecondary grade point average. 
High school. High school most commonly serves grades 9-12 (U.S. Department 
of Education, 2007). In Florida, the high school level is the last four years of the twelve-
year public education program. 
Magnet school. A magnet school offers one or more specialized programs that 
provide a distinctive cmTiculum or instructional approach and seeks to attract students 
from outside the neighborhood attendance zone with the objective of improving racial 
balance across schools (Steel & Levine, 1994). Magnet schools offer programs to 
students outside the school's normal attendance boundaries. The programs may include 
subjects like performing atis, technology, marine and environmental science, 
communications, international affairs, and business. These programs are offered to 
students in elementmy, middle and high school. (Florida Department of Education, 
2005b). 
School climate. School climate is the environment in a school that reflects the 
attitudes and behaviors of its staff and students (U.S. Department of Education, 2007). 
School culture. Culture describes the character of a school and is reflective of 
core values, common beliefs, and traditions developed in the educational organization 
over time (Sashkin & Walberg, 1993). 
Traditional public high school. The traditional public high school is one that 
students attend by vitiue of living in a geographic zone that also forms a tax base for a 
school district (Chapman, 2004). For this study, a traditional school offers a core 
academic cuniculum. 
Methodology 
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This retrospective, causal comparative study used regression analysis procedures 
to address the research questions. 
Research Design 
Creswell (2002) observed that researchers often choose their research design 
based upon the audience to whom the study is directed. This study was conducted for 
educational leaders, policy makers, administrators, and individuals in schools or 
educational settings who will read and possibly use these findings that would be familiar 
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with a quantitative experimental design for group comparison studies. Because there are 
more than three variables, this was a statistical analysis by logistic regression that 
identified factors associated with success in the college experience. The dependent 
operational variables were high school GP A, measures of college entrance examination 
scores, number of semesters to degree, number ofmajor changes, college GPA at 
graduation, and the type of degree earned. The independent variable was the type of high 
school attended. 
Setting 
The 11 Florida State University System (SUS) institutions were selected for the 
present study because of the disaggregate student data that may be obtained from the SUS 
Student Data Course Files. This study explored the college readiness and academic 
performance of graduates from Florida high schools and the public universities in 
Florida. The SUS is the statewide system of universities governed by the Florida Board 
of Governors and created by the Florida Legislature. The system began in 1905 with 
three postsecondary institutions segregated for men in Gainesville (the University of 
Florida), for women in Tallahassee (Florida State University), and for the State Normal 
School For Colored Students (Florida Agricultural and Mechanical University). Today 
the SUS has expanded to 10 universities and one college (Florida Board of Governors, 
2008). 
Population 
The population from which the sample for this study was drawn was Florida high 
school graduates from the 15 arts magnet high schools and from a sample of 15 
randomly-selected traditional high schools who entered a state university as freshmen 
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between 1997 and 2000. Each of the four cohorts was retroactively followed in the SUS 
system for 6 years. 
Initially, from data gathered for this study, equivalence of the study population 
was detennined through other variables of interest, to include gender and etlmicity. Upon 
attaining a baccalaureate degree, an analysis of the study data determined what 
characteristics best describe them: how they differ and are alike in qualities of academic 
success, number of terms to college degree, college GP A, the number of changes in their 
college major, and the types of college degrees earned. 
Organization of the Study 
The dissertation is presented in five chapters. Chapter 1 described the background 
of the problem, the purpose of the study, and the significance of the research. Chapter 2 
begins with a historical review ofliterature related to U.S. public education refmms and 
the evolving role of arts education encouraged by the growth of magnet schools. The 
chapter concludes with a discussion of scholarly studies investigating the instrumental 
·effects of the arts on academic achievement. The final section of chapter 2 is a review of 
literature and research focused on arts education and academic achievement. Chapter 3 
describes in detail the methodology of the study; ethical considerations, delimitations, 
and limitations are also presented. Data analysis and findings are presented in chapter 4. 
Chapter 5 concludes this report with a discussion of study findings, implications, the 
relationship of these findings to the empirical knowledge base, and recommendations for 
practitioners and researchers. 
Chapter II: Review of the Literature 
Introduction 
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This study explored the differences between a traditional high school and an arts 
magnet high school in preparing graduates for the college experience. The purpose of this 
chapter in 10 sections is to initially focus on the framework ofU.S. public education and 
the evolving role of arts education during the previous one hundred years. The second 
portion of this chapter describes the politics and policymaking in the major reform 
movements of excellence, equity, accountability, and choice. The divided position of arts 
educators and arts advocates is examined for an understanding of the conflict which arose 
over a sequential curriculum in K-12 schools taught by arts educators versus an arts 
experience presented to schools by nonprofit organizations and privately-funded settings 
(Gee, 1999a, 1999b). In each of the foregoing sections, pertinent commentary, theory, 
and research are examined. The final section of this chapter is a detailed discussion of 
several empirical studies of the instrumental effect of arts education and academic 
achievement; each of these scholarly efforts was conducted in response to and addressed 
the focus of a major reform movement. 
Too often arts educators must justify the existence ofthe arts in our schools on the 
basis of their contributions to non-art outcomes (Eisner, 1998). This literature review 
suppotis the purpose of the present exploratory study and its methodology undertaken to 
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add knowledge to the existing literature on the intrinsic and instrumental value of the arts 
themselves. 
Although divided by political and territorial conflict, mis educators and advocates 
are united in their belief that the mis are necessary in the complete education of all 
children. The arts have long struggled to find an appropriate role in the school cuniculum 
(Walling, 2001 ). The fmiunes of art in the United States public education system have 
waxed and waned as a succession ofrefmms have shaped K-12 curriculum. However, the 
magnet refonn concept represented a paradigmatic shift in how public schools offer 
choice to parents, and arts magnet schools have provided the greatest visibility in 
educational history to the potential benefits of arts education. There is a need to better 
understand the mis magnet high school and its benefit to students once they leave high 
school. The concluding section of the literature review analyzes comparative studies 
during each of the respective educational refmms of the past fifty years researching the 
significance of the arts in high school education and the subsequent con-elation to 
readiness for college. 
Foundational Theories of Secondmy Education in America 
No nation has had more faith in its education system than the United States (Pai & 
Adler, 2001). Americans believe that a free public school education can reduce, if not 
eliminate, unemployment, political unrest and social and moral problems. During the 
formative years of colonial American society, the purpose of a school cun·iculum was to 
instill religious and ethical values into each new generation. As colonial America came to 
an end in 1776, however, schools were asked to develop the citizens of a new republic. 
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With the Declaration oflndependence, Americans chose to create their own centers of the 
highest level of learning. At the time of the Scientific and Industrial Revolutions and the 
expansion westward to America's frontier, the postsecondaty needs of the nation 
developed from a wide variety of ambitions and opportunities. The decade after the Civil 
War began the great university-building years in America (Pierson, 1968). 
Stankiewicz (1997) traced the formation of public schools to common schools 
which were funded by state governments and developed during the second quarter of the 
nineteenth century, a period that also witnessed the emergence of the American middle 
class. Common schooling was viewed as a method for securing social hatmony through 
teaching practical and moral studies. Middle-class businessmen and the community's 
elite established policies and conservative values for the new common schools. Aspiring 
members of the emerging middle class regarded the common schools as a means for their 
children to emulate the upper classes, and Americans who aspired to genteel refinement 
truly valued art education. Girls' education in the nineteenth century usually allowed for 
some exposure to the atis because accomplishment in the arts was regarded as a moral 
virtue. Completing lessons in drawing as a refining accomplishment was a mark of status 
and respectability. 
As a result of the economic changes generated by the Industrial Revolution in the 
nineteenth centuty, a need in the United States for teclmicalliteracy emerged. Efland and 
Soucy (1991) identified Massachusetts as the birthplace of modern art education in the 
United States--albeit an instrumental use--of arts instruction to support industry and 
commerce. The Massachusetts textile mill owners petitioned for the Drawing Act of 
1870, which provided a means to increase instruction in technical literacy. By petitioning 
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the state government of Massachusetts to provide free industrial drawing instruction in all 
of the public schools, this top-down reform effort broadened the cuniculum using public 
funds to benefit the local business community. However, as soon as 1873, the industrial 
drawing movement was undermined by the rise of vocational education promoted in 
educational exhibits at the Philadelphia Centennial Exposition (Efland, 1990). Demands 
for educational offerings relevant to an industrial age met the criteria of social efficiency. 
Art became valued in public schooling for its instrumental qualities. 
The role of arts in the cuniculum has had a problematic history. In order to gain 
perspective on the history of arts education and the biases against the arts in favor of 
traditional academic subjects, it is necessary to review at some length the pressures and 
criticisms developing from the political crisis and national priorities which have 
influenced education in the twentieth century. The European tradition of private 
patronage for the arts and the severe financial constraints of the developing new nation 
coupled with a conservative Protestant heritage defined the first arts policy for 
Americans. Art was to be supported, not by the federal, state or local government, but by 
the individual patron, a policy which remained intact until the late 1920s (Taylor & 
Banesi, 1984). With the stock market crash in 1929, private arts patronage was greatly 
reduced and unemployed atiists were the beneficiary of federal funds as a part of 
President Roosevelt's New Deal. In 1935, the Works Project Administration (WPA) was 
the government's first entry into direct patronage of art and atiists, but the goal was not 
for aesthetic reasons but political and economic propaganda (McDonald, 1969). During 
the Great Depression, WP A artists were employed to create government-approved 
"uplifting" works glorifying home, hearth, and hard work-representations of the 
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founding ideals of America (Bumgarner, 1993). In 1937 Representative Jolm M. Coffee 
of Washington proposed the establishment of a national Bureau of Fine Arts, but the bill 
was not passed. When the United States entered the Second World War in 1942, the 
attention and national resources of the nation shifted toward national defense. The WP A 
and federal funding of art projects was subsequently tenninated (Taylor & Barresi, 1984). 
·By 1900, all children were expected to receive an eighth grade education, and 32 
states adopted compulsory attendance laws. Americanization of young people became an 
imp01iant mission of the schools throughout the United States. The late nineteenth and 
early twentieth centuries represented a time of massive immigration to America when the 
new immigrants established ethnic settlements in their closed communities and attempted 
to maintain the manners, customs, and languages of the old countries, which presented a 
challenge and problem to education policymakers. Rather than facilitating the immersion 
of ethnicities into American society, the nation's educators equated being American with 
conforming to the Anglo-Saxon language, culture, and behavior (Pai & Adler, 2001). 
Schools were expected to enforce conformity to a conservative set of values and 
unif01mity to an Anglo American culture. In 1909, playwright Israel Zangwill coined the 
phrase the melting pot and dramatized the romantic concept of the ideal of diversity to be 
found in America. New arrivals were expected to accept and synthesize into a 
homogeneous culture that was not Irish, Jewish, Italian or Asian. Following the massive 
influx to the United States of immigrants from all over the world between 1870 and the 
1920s, both native-born Americans and newcomers to the country recognized that 
uniformity and conformity to the Anglo ideal was not feasible (Grant & Gomez, 1996). In 
reality, the conception of a unique and homogenous American culture was a myth; racial 
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discrimination against nonwhite etlmic minorities made it impossible for these groups to 
participate meaningfully in the democratic process or assimilate into the mainstream 
culture (Pai & Adler, 2001). By 1964, the Civil Rights Movement convinced Congress 
that it must act to find an answer to the problems of marginalized groups as a result of the 
unimpeded practice of racial segregation (Mungazi, 1999). Legislative action to direct the 
course of education to meet the needs of a diverse society was addressed by the Civil 
Rights Act of 1964 (Civil Rights Act). 
At the turn of the last century, the Progressive pedagogical movement began in 
America's schools and has persisted in various forms to date. The Progressive reformers 
led by John Dewey held that education was composed of four main objectives-the 
development of a child's intellect, moral sense, social awareness, and aesthetic sense, 
which was rooted in experiential learning (Dewey, 1916, 2007). A Progressive design 
was promoted in 1944 by the Educational Policies Commission in Education for All 
American Youth, advocating the opportunity to develop the capacity to appreciate beauty 
in coursework of literature, art, music, and nature (Educational Policies Commission, 
1944). In 1945, the Report ofthe Harvard Committee, General Education for a Free 
Society, reflected the vision held for the comprehensive high school; according to the 
report, the intellectual, social, and physical needs of youth were to be provided by a 
Progressive education developing productive citizens in a democratic society (Harvard 
University, 1945). The fine and perfmming atis were viewed as forming a required 
component of the theory of progressive education, but the level of atis in the curriculum 
varied from school district to school district and, ultimately, by educational ideology. As 
subsequent refmm efforts replaced Progressivism, the arts began to be viewed as luxuries 
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in academic education and therefore nonessential. Critics of the vision for American 
education held by Progressivists viewed the concept as idyllic and insufficiently rigorous 
to develop the future generations of an intemationally competitive nation. 
Academic historian and president of the Council for Basic Education, Arthur 
Bestor vehemently criticized Progressive education for its lack of academic standards. In 
Educational Wastelands (1953), Bestor argued that the aims of American public schools 
had been lowered by professional educationists. Bestor proposed his ideal high school 
cuniculum in The Restoration of Learning (1955) where secondary education existed 
almost exclusively to serve the academically talented-which was only one-third of the 
total American student population. His proposed essentialist secondary curriculum, 
composed exclusively of the essential intellectual disciplines of science, mathematics, 
history, English, and foreign languages, would redeem American education. Using such 
inflammatory titles as "We Are Less Educated Than 50 years Ago" (1956), "What Went 
Wrong with U.S. Schools" (1958), the essentialist reformists such as Bestor and Admiral 
Hyman Rickover (1963) succeeded in arousing the American public to the "crisis" in 
their schools. 
Lubienski (2001) outlined that throughout the history of the United States school 
reformers always employ the tactic for change by waming the public that cmTent 
education is in "a state of crisis" (p. 654). Poor education has been blamed for economic 
decline with more rigorous education often proposed as a solution. The "crisis mentality" 
described by Tyack and Cuban (1995, p. 141) may serve public schools in the short run 
with increased funding but will fail to assure democratic and well-infonned themy for 
education reforms. When such criticism becomes associated with an alleged national 
crisis, significant influence is felt in the school curriculum. In this instance, Cold War 
paranoia was played upon by the essentialists and their criticism became connected to a 
reform associated with national survival and priorities. 
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Dewey (1916, 2007) warned that in times of national crisis, the aims of education 
might be redirected toward narrow nationalistic goals to the detriment of democratic 
ideals. As the conditions and goals for American society changed, educational methods 
were reformed. Farber (1970) warned educational systems are resistant to change and 
show a remarkable consistency over time and national boundaries. For more than a 
centmy, reform policies of the American educational system have been a swinging 
pendulum of theories and methods. Traditional concepts of a core education moved to a 
loosening for the sake of individual interests; the next generation saw reforms of 
educational excellence focused on the talented few and then broadened to an equity of 
opportunity for America's pluralistic society; finally, the swing was back to an 
accountability for standards of educational excellence. Each political climate produced 
new national priorities with accompanying reforms for public education. With each wave 
of school refmm, the creative atis as a study would reinvent itself to conform to the new 
curriculum standard. 
Major Reforms in Secondmy Education in the United States 
For more than a centmy, the nature and function of American high schools have 
been the subject of a long-mnning debate which can be traced to the historic importance 
of two contemporary theories of the high school curriculum: Committee of Ten and the 
Cardinal Principles of Secondary Education. In 1893 an appointed panel composed of 
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mostly college presidents, the Committee ofTen, was charged by the National Education 
Association to establish the standard public high school cuniculum for students. 
Previously, high school education in the United States had developed from private 
academies and common schools of specialized vocational tracts. Framed upon the tenets 
of an equal education for all, the Committee recommended that all public high-school 
students follow a college preparatory cuniculum regardless of their backgrounds 
(National Education Association, 1893). However, since the atis lacked a utilitarian 
mission, the Committee suggested that the introduction of art be left to local school 
authorities, a directive which affected secondary education policy for the next 25 years in 
standardizing the requirements for college entrance and dooming the status of ali to 
elective studies (Efland, 1990). 
In 1918 another National Education Association group, the Commission on the 
Reorganization of Secondary Education, which was a panel composed of leadership in 
the emerging profession of politically-connected education policymakers, issued The 
Cardinal Principles, which proposed a new concept of the "comprehensive high school" 
(National Education Association of the United States Commission on the Reorganization 
of Secondary Education, 1918). The Cardinal Principles defined equal education as equal 
access to different and unequal programs. Arguing that most high school students were 
less intelligent than previous generations, the Commission suggested that it would be 
counterproductive for every student to follow a college-preparatory program. The 
Commission's solution was curricular differentiation: students would take courses based 
upon their interests, abilities and needs. By the 1920s, high school guidance and 
counseling had begun to utilize the new Intelligence Quotient (IQ) testing, and young 
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people were matched with the curriculum track best suited to their "scientifically" 
determined profiles and "appropriate" career choices (Mirel, 2006). This "social 
efficiency" asserted that high schools should "sort out and prepare students differently for 
their various [potentialities and] destinies tlu·ough academic and vocational preparation" 
(Tyack & Cuban, 1995, p. 51). 
Despite criticism of elitism and limited equity of opportunity, the comprehensive 
high school concept designed in the Cardinal Principles prevailed, and American 
education entered an era of dumbing down. In large comprehensive high schools four 
tracks were offered: college preparatory; commercial (mostly preparing women for office 
work); vocational (industrial atis and home economics training); and general (a diploma 
reflecting no interest in a professional career or higher education) (Mirel, 2006). Unlike 
the Committee ofTen model, which proposed that all students follow a similar college 
preparation program, equal educational opportunity was achieved for graduates of the 
Cardinal Principles in that all graduates received a high school diploma, but the diplomas 
were actually from different education programs and based upon separate standards. 
Warner, Havighurst, and Loeb (1944) defended this curricular differentiation in Who 
Shall Be Educated? by assetiing that schools have a duty to match students to the 
economic hierarchies ofU. S. society, "[Advanced societies] must have a series of 
hierarchies which organize power and structure within the social structure if order is to be 
maintained" (p. 145). 
Due to the devastation of the national economy during the Great Depression, 
American high schools were compelled to keep students out of the competitive labor 
market and huge numbers of young people were forced to return to or remain in school. 
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The 1940s marked the first major effort by school leaders to secure financial support for 
public education from the federal government. American secondary education underwent 
a profound transfmmation in which the nature and function of high schools changed 
dramatically and curricular differentiation took on an entirely new dimension. 
In the face of the collapsing labor market, many of the nation's teenagers 
remained in or returned to school, pushing high school enrollments up by nearly 30% 
between 1930 and 1934 alone (Angus & Mirel, 1999). During the Depression, tax 
delinquencies rose with unemployment, and by 1932 most public schools experienced 
severe revenue reductions that usually meant the termination of programs, mass firings of 
teachers, and sharp salary reductions for school employees. 
At the end of World War II, still fearing that the youth relief agencies might be 
reestablished, secondary education policymakers maneuvered to a monopoly position for 
oversight of massive youth unemployment and the increased student enrollment. Public 
schooling experience shifted the entire thrust of secondary education away from what had 
been its purposes in the first quarter of the twentieth centmy, which was preparation for 
either college or work, to retaining teenagers in school as long as possible. The function 
of the high school changed dramatically, shifting from an institution that prepared young 
people academically and vocationally for the adult world to an institution whose primary 
purpose was to meet the immediate needs of youth while keeping young people separate 
from the adult world. The new custodial orientation would dominate high school 
curriculum determination and student course taking for nearly half a century (Angus & 
Mirel, 1999). The life adjustment movement theory which came into educational 
prominence between 1947 and 1953 promoted irrelevant, undemanding courses that 
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failed to prepare students for future adult roles or responsibilities (Angus & Mirel). In the 
years immediately following World War II, the life adjustment movement dominated 
educational philosophy. 
The life adjustment movement was formed based upon the argument that only 20 
percent of American young people were intellectually able to master academic subjects 
(Mirel, 2006). Proponents of the life adjustment curriculum refonn, which became a 
federally-sponsored program of less-demanding courses, promoted an outcome of serving 
more students and awarding more diplomas in nonintellectual subject matter rather than 
in rigorous discipline-based coursework. A variety of educational reforms were added to 
the comprehensive high school to accommodate students of supposedly low ability (e.g., 
the reduction of graduation requirements and the increasing use of elective courses), 
which gradually became features of high school programs for all students. 
Life adjustment education steeply declined when on October 5, 1957, the Soviet 
Union launched Sputnik, the first earth-orbiting satellite. The Soviet technological 
success became a victory of the Russian educational system over American schooling. 
Immediately, educational reformists moved for changes in the quality of the "soft" 
education of American students in life adjustment (learning to get along with peers and 
baking apple pies), which was contrasted to the rigorous hard sciences and mathematics 
in Soviet schools. The American public education system was in crisis. 
The launch of Sputnik inspired an unprecedented wave of national criticism of 
public schools that threatened to overwhelm the educational establishment. The blame for 
America's failure in the space race fell squarely on the shoulders of public education. 
Vice Admiral Hyman G. Rickover, a World War II hero and highly regarded by 
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Congress, cited the brain power of Germany, England, France, Denmark, and Italy in 
collecting Nobel Prizes in physics and chemistry. Rickover denounced educational 
professionals as anogant and narrow-minded, condemned the absurdities of life 
adjustment education, and called for more rigorous academic work in high schools. 
According to Rickover, the greatest obstacle to the education of future leaders was 
anogant educationists, bad cuniculum, or even an ill-conceived philosophy of education. 
The very structure of American secondary education, particularly the commitment by 
educators to the comprehensive high school, undermined efforts to adequately train the 
intellectual elite. Rickover argued that the founders of American education failed to 
acknowledge the "incontrovertible fact that children are unequally endowed with 
intelligence and detetmination and that it is impossible to educate the slow, average, and 
fast learners together" (1963, p. 134). Rickover traced almost all the current problems of 
American education to the commitment to "comprehensives," citing the abandonment of 
standards of excellence in order to increase the holding power of the educationalists in 
high schools. 
As an academic historian, Arthur Bestor achieved national renown as a critic of 
Progressive education in the 1950s. For Bestor, secondary education existed almost 
exclusively to benefit the academically talented. In his criticism of Progressive education, 
Bestor blamed the deterioration in American public schools on the nanow point of view 
of professional educators and "endorsed everything [Admiral Rickover] said on the 
matter" ("We Are Less Educated," 1956). Bestor and Rickover had overstepped the 
tolerance of the education policymakers, who responded to this criticism with equal 
vehemence. 
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Directly put, the educational concept articulated by Rickover and Bestor was 
clear: if comprehensive public high schools were the problem, separate public high 
schools for elite students were the solution. But with his attack on the comprehensive 
high school, Rickover challenged an institution that educationists claimed was one of the 
finest achievements of the American people, an institution providing equal education 
opportunities for all students. Critics dismissed Rickover as an aristocrat who cared 
nothing for average students; one detractor parodied Rickover's recommendations as, 
"educate the best and shoot the rest" (Angus & Mirel, 1999, p. 112). In calling for greater 
attention to gifted and talented students, Rickover inadvertently endorsed the 
educationists' fundamental position of differentiation. In criticizing the comprehensive 
high school and recommending attention for gifted and talented education, Rickover 
provided the means for resolution of the great debate about curriculum in American high 
schools. James B. Conant offered the solution that ended the rift between two camps of 
reformers of secondary education. 
As a distinguished scientist and past president of Harvard University, Conant had 
such strong academic credentials that even the most traditional critics of American 
secondary schools were assured of his commitment to rigorous, disciplined-based 
education (Angus & Mirel, 1999). With his report, The American High School Today 
(1959), Conant essentially ended the debate in the 1940s about the high school 
curriculum and restored the defenses for the comprehensive curriculum, promising that it 
would respond to the challenges of the 1960s and early 1970s. Conant's key finding was 
that "no radical alteration in the basic pattern of American education is necessary in order 
to improve our public high schools" (p. 96). Conant recommended two tiers of courses: 
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one which would maintain high standards for high ability students and the other would 
hold students of less ability to another standard. Conant's comprehensive, differentiated 
curriculum continued for the next twenty years. 
Policy-Driven Reforms: Excellence, Equity, Choice, and Accountability 
School refonn is ultimately a political process of educational policy responding to 
the needs of diverse constituencies. Four significant overlapping and competing 
educational reform strategies have appeared in the last 50 years: excellence of programs 
and student learning, equity of opportunity in a public education, freedom for parents and 
students to choose schools, and accountability by national standards in education. 
Excellence Reform 
In response to Sputnik, the Rockefeller Brothers Fund, through its chairman 
Nelson Rockefeller, released the fourth report of a Special Studies Project which 
analyzed the U. S. educational system. The Special Studies Project was created to define 
the major problems and challenges facing the United States in the next 15 years and to 
clarify national purposes in meeting those objectives. The Rockefellers Brothers Fund 
was sharply critical of defects in the public education system and recommended the 
development of a unified national goal encouraging excellence and equality (In Pursuit of 
Excellence, 1958). This report observed that "individuals of high capability are 
stifled ... and bright children must be recognized early" (Rockefellers Brothers Fund, 
1958, p. 56). 
To translate the recommendations of The Pursuit of Excellence into reality, public 
school leadership embraced the educational infrastructure of what James B. Conant had 
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described as a "comprehensive high school." In The American High School Today 
(1959), Conant designed a national curriculum which would include a good general 
education program (English, American literature, composition, and social studies). The 
academically-gifted student could enroll in advanced classes of foreign languages, 
mathematics, and science; special schools and vocational electives would be available for 
non-college bound students. Revealing of his view towards exclusion of the arts in a 
"good" general education, Conant commented in the field notes of his book that he 
despaired whenever he heard of talented students taking music instead of a foreign 
language. Conant greatly disadvantaged the status of music and art within the curriculum 
by identifying only academic courses for the required general education program 
(Whitener, 1974). 
Framed in the Pursuit of Excellence was exclusivity for two percent of the high 
school population "capable of high caliber college work" that should have "no effort 
spared to provide them with opportunities for challenging study" (Rockefeller Brothers 
Fund, 1958, p. 31 ). As a result, the emphasis in the school curriculum swung dramatically 
toward math and science with the U.S. Congress providing hundreds of millions of 
dollars for curriculum reform (Eisner, 1998).Within a year after Sputnik, Congress 
reacted to the pressure for educational reform by passing the National Defense Education 
Act in 1958, the main focus of which was curriculum revision in basic academic 
disciplines with additional consideration on strengthening guidance services, which 
reflected an increasing concern about identifying talented students (Kliebard, 1958). 
Significant influence was exetied on all levels of education by the National 
Defense Education Act beginning in 1958. The Act identified national security with the 
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subject fields of science, mathematics, and foreign languages, and within the Act 
furnished hundreds of millions of dollars in support of improved instruction in the those 
subject fields (Whitener, 1974). At the same time, Congress awarded over 100 million 
dollars in appropriations to the National Science Foundation (NSF) to finance major 
curriculum reform during the 1950s and 1960s. One major purpose of the NSF 
curriculum reform was to encourage a greater patiicipation in science and technological 
fields (Tanner, 1972). Supporters offered that the disciplines of mathematics and science 
provided the model of curriculum reform for the whole of general education. The 
definition of a discipline in this context came from the sciences and referred to having an 
organized body ofknowledge, specific methods ofinquiry, and a community of scholars 
who generally agree on the fundamental ideas of their field (Efland, 1990). Jerome 
Bruner (1960) argued that learning is more effective when it takes place within the 
framework of a discipline, because only knowledge contained in the disciplines is 
appropriate to the curriculum. In this new environment, the arts had to become disciplines 
themselves or lose their legitimacy. As late as 1964, John Goodlad lamented that he was 
"unable to indicate that any substantial cuniculum reforms had taken place in English, 
social science, and the arts" (1984, p. 35). Federal funding to national arts agencies and 
advocates sustained a 40 percent budget cut during the national educational excellence 
reform of the late fifties and early sixties (Gee, 1999a). 
Suppmi for a curricular differentiation became entrenched throughout the social 
upheavals of the 1960s and early 1970s. A Detroit study in 1961 (as cited in Mirel, 2006) 
revealed that students from the poorest families in the district were eight times more 
likely to be emolled in the general, nonacademic tracks. In 1961, courses in home 
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economics and physical education, the effective use of leisure time, driver's education, 
and knowledge of American life skills such as buying on credit, renting an apartment, and 
social dating accounted for 43 percent of high school classes. 
During the mid-1960s, the integrity of the nation's social structure sustained 
several damaging blows: violence against Blacks and civil rights workers in the South 
and the growth ofpovetiy in urban America. About 56 percent of the Black population or 
12.1 million people relocated to major urban areas in an eff01i to find better social, 
economic, and educational oppotiunities only to find that many large cities were 
inundated with poverty, unemployment, poor education, and racial discrimination-much 
like the discrimination that they had encountered in the rural South (Pai & Adler, 2001). 
Equity School Reform 
In 1954, the Supreme Court ruled in Brown v. Board of Education (Brown) that 
segregated schools were unconstitutional, and the court mandated that school districts 
move with "all deliberate speed" to put into place desegregation efforts. However, the 
implementation of desegregation in schools was largely token and voluntary throughout 
the United States. In the North, desegregation was accomplished through political rather 
than legal demands because no northern states had segregation laws (Rossell, 1990). In 
1964, Congress passed the Civil Rights Act, a landmark piece of legislation in American 
history, that made segregation in schools, public places, and employment illegal. In the 
mid-1960s, President Lyndon Johnson introduced his Great Society programs which 
endeavored to provide equal access to education for all races and ethnicities and both 
genders. The programs were concentrated primarily on educational initiatives to assist 
poor and minority individuals, and the Great Society advocates insisted that the most 
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effective means of liberating the disadvantaged from povetiy and low social status was to 
provide to all children the educational, social, and cultural experiences that had enabled 
White students to acquire the skills necessary for successful life in the competitive 
American society (Pai & Adler, 2001 ). Providers of mis education began to design 
services in a way that emphasized the arts as a means to promote better racial and etlmic 
understanding, to reduce truancy and dropping out of school, and as a means to improve 
the reading or cognitive skills of children (Chapman, 1992). As a result, the arts were tied 
to programs to facilitate school desegregation, to enhance reading perfmmance, or to 
reach specific groups such as the talented, the handicapped, or underserved, and 
disadvantaged minority populations. 
Desegregation began as a bitter conflict over the proper role of the schools, with 
both sides seeing themselves as advocates of moral right. The American school system 
had a long history of viewing itself as rightfully resistant to the intrusion of politics and 
interest groups. Professional educators were proud of their achievement in delivering a 
universal, high-quality public education in which all students are treated equally 
regardless of their community, class, or social original. School administrators argued that 
the role of the schools was to educate and not to remedy social ills created by the private 
actions of individuals in the larger society. In response, civil rights leaders accused the 
school systems ofnanow-mindedness and racism. 
In the early 1960s, when demands for school desegregation were first being made 
in the North, most professional school administrators believed that desegregation was not 
a proper or necessmy function of the schools. First, they argued that school segregation 
was a function of segregated neighborhoods freely chosen by Whites and Blacks. Second, 
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they claimed that desegregation placed an unreasonable burden upon the schools because 
it was a purely social, not educational, issue (Rossell, 1990). 
The outcome of this conflict in the North was the same as in the South-the 
school districts did nothing or at the most instituted a freedom-of-choice plan which was 
voluntary in nature, small in scope, and burdensome only to the Black children willing to 
travel long distances at their own expense in order to reap its benefits. Little 
desegregation was accomplished by these plans. The comis began in the early 1960s to 
find these racially-assigned plans unconstitutional. The number of Black students 
enrolling in desegregated schools was miniscule. In 1965, almost 94 percent of southem 
Black students were still in all Black schools. Civil rights leaders in the Nmih and South 
brought their demands for integration, equality, and justice to the public education system 
(Ravitch, 2001). As a result, the Office for Civil Rights (OCR) collaborated with the 
Justice Department in tightening up guidelines for freedom of choice plans (Rossell, 
1990). 
In 1971 the Supreme Court addressed the issue of permissible solutions for 
integration. In Swann vs. Charlotte-Mecklenburg Board of Education (Swann, 1971), the 
remedies discussed were: (a) racial balance; (b) nondiscriminatmy one-race schools; (c) 
altering of attendance zones, pairing, clustering, or grouping of schools; and (c) 
transportation of students out of their neighborhood to another school in the district 
(Rossell, 1990). The court ordered the transportation of students from one part of the 
district to a school in another part of the district to achieve desegregation; busing was 
offered as a permissible tool for dismantling a dual system and mandatory reassignment 
or "forced busing" plans were implemented all over the United States between 1970 and 
1976. They were accompanied by protest demonstrations and White flight to suburban 
districts or private schools (Rossell). 
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John Glenn, U.S. Senator from the State of Ohio and former astronaut, sponsored 
the School Innovation Integration Act, enacted in the fall of 1976, as the magnet school 
amendments to the Emergency School Aid Act (ESAA). The senator's design in the 
Congressional proposal was that "by developing convenient, centrally located schools, 
we might then establish more long-term and effective methods of education designed to 
attract students from different racial backgrounds" (Glenn, 1978, p. 32). The School 
Integration Innovation Act and the legislation Glenn introduced in the 94th Congress 
stands today as the only federal law that authorizes funding for magnet schools where the 
schools become part of a desegregation plan. The goal of Senate Bill 3 319 was to provide 
schools with superior education, education so attractive to all racial groups that 
integration would occur naturally, rather than as a result of a governmental requirement. 
Under the new program, magnet schools not only had to aid desegregation, but also had 
to focus on improving the quality of education in order to qualify for funds. 
Excellence Revisited: The Quality Reform Movement 
Criticism of the bureaucratic nature of the educational system for failing to 
respond to children as individuals gave momentum to the curriculum refonn that 
provided accountability and relied on national standards for achieving goals in education 
(Ravitch, 2001). Concern and agitation about the condition of American education had 
been growing throughout the late 1970s. In November 1977, Time magazine ran a cover 
stmy "High Schools Under Fire" that declared, "[T]he health of U.S. education in the 
mid-1970s-particularly that of high schools-is in deepening trouble" (p. 62). The 
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atiicle highlighted a series of problems that increasingly would dominate discussions of 
the high schools: the decline of student performance as revealed by deteriorating 
Scholastic Aptitude Test (SAT) scores, the breakdown of civility, and the dramatic rise of 
violence at school sites, the rising rates of student absenteeism, taxpayer resistance to 
escalating educational costs, and the increasing militancy of teachers' unions. In addition, 
the article described concem among parents and educators about the "pathetic" state of 
graduation requirements that granted students full credit for such courses as "Great 
Sleuths, Exploring the Occult, and Contempormy Issues," as well as "The American 
Teenager and Interior Decorating." As one teacher put it, such courses amounted to little 
more than "education by entertainment" ("High Schools Under Fire," pp. 65, 72). 
By the 1980s, problems with the quality of America's educational system clearly 
had touched a national nerve. A Gallup poll revealed 59% of the respondents believed 
teachers should be better trained, more than 60% wanted their children taught in a more 
orderly atmosphere, and almost 70% demanded more emphasis on academic basics 
(Angus & Mirel, 1999). As enrollments soared, education administrators with limited 
budgets shifted to larger class sizes to accommodate more students at little or no extra 
cost. In a 1985 study by Powell, Farrar, and Cohen, only a small percentage of American 
students were found to receive a reasonably good education, and, in fact, most 
adolescents drifted through secondary education unchallenged. The schools came to 
resemble shopping malls with students searching for bargains (courses that were easy and 
satisfied graduation requirements). In 1982, Mortimer Adler published a widely discussed 
educational manifesto, The Paideia Proposal, that presented a forceful critique of 
curricular differentiation in American high schools. Adler declared simply: "We should 
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have a one track system of schooling ... specialized courses or elective choices must be 
eliminated. Allowing [electives] will always lead a cetiain number of students to 
voluntarily downgrade their own education" (p. 21). As disenfranchised groups were 
increasingly recognized, many high schools expanded cutTicular choice so that students' 
academic experiences would be more attuned to their life pursuits as adults, especially for 
racial and ethnic minorities. Public high schools moved away from tracking curriculums 
where students followed pre-defined programs and generally allowed selection of 
coursework based upon individual interests, abilities and levels of motivation. 
In the early 1980s, the U. S. National Commission on Excellence in Education 
(NCEE) was directed by Congress to examine and evaluate the quality of education in the 
United States. The Committee presented its repoti, A Nation at Risk: The Imperative for 
Educational Reform (U. S. National Commission on Excellence in Education, 1983), 
which warned that American schools were in crisis and in need of vast improvement to 
reach goals of quality education. These problems included exceptionally low rankings by 
American students in international comparisons of high school student achievement; high 
rates of functional illiteracy among 17 -year-olds, with rates for minorities running as high 
as 40% of age group; declines over the previous 27 years in the average achievement of 
high school students on standardized tests; consistent declines in College Board 
achievement test scores in such areas as physics and English; the failure of many 17-year-
olds to master higher order thinking skills; the steady decline in science achievement 
scores of American 17-year-olds as measured by a national assessment of science in 
1969, 1973 and 1977; and the increase in remedial courses in basics skills such as 
mathematics and English offered in 4-year colleges, industry, and the military (U. S. 
National Commission on Excellence in Education, 1983, pp. 8-9). 
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In his A Nation at Risk educational reform effort, President Ronald Reagan 
responded to the crisis and reintroduced the Committee of Ten concept that academic 
courses had the greatest educational value (U. S. National Commission on Excellence in 
Education, 1983), which further stimulated interest in magnet schools as a tool for 
refmm. The magnet school concept embodied the principles of empowerment through 
parental choice, autonomy at school sites, and deregulation (Fuller & Elmore, 1996). 
A Nation at Risk did not mention the arts in the core cun·icula (Berube, 1999). As 
a result, arts education advocates were not silent in the aftermath of the A Nation at Risk 
report. In 1984, the Getty Center for Education in the Arts, a part of the $2 billion J. Paul 
Getty Trust, developed its solution for a more academic approach to arts education in 
schools (Wilson & Rubin, 2000). The Getty-sponsored concept of discipline-based art 
education (DBAE) encompassed the study of aesthetics, criticism, history, and the 
creation of mi (Clark, Day & Greer, 2000). 
In spite of these advancements in arts education inclusion, the back to basics 
movement of the excellence refonn defined education along totally utilitarian parameters. 
Specifically, the Commission suggested that all high school graduates complete the "five 
new basics" of 4 units of English, 3 units of science, 3 units of social studies, 3 units of 
mathematics, and 5 units of computer science. The Commission in A Nation at Risk 
recognized the arts but regarded them only as a component of a "shared education" to 
complement the new basics (U.S. National Commission on Excellence in Education, 
1993, p. 26). 
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In September 1989, the nation's 50 governors and President George Herbert 
Walker Bush called for an education summit in Charlottesville, Virginia, and proclaimed 
a need for national perfonnance goals and strategies and to achieve them by the year 
2000 (Pai &Adler, 2001). With the support of substantial federal funding, once again the 
school subjects of science and math were the primary focus of educational policymakers. 
Standards-Based Accountability Reform 
Four years later in the next administration, Senate Bill S.846 endorsed a federally-
funded "standards-driven approach" (U. S. Senate Committee on Labor and Human 
Resources, 1993, p. 29), signed into law by President Clinton as the Goals 2000: Educate 
America Act (Goals 2000, 1993), that would establish baseline expectations for what 
students should know and be able to do by the time they left the 4th, 8th, and 12th grades. 
Many state governments began to initiate reform efforts that generally included the 
establishment of standards in core subjects (Pai &Adler, 2001). For schools struggling for 
basic survival, the natural reaction was to teach only those subjects tested (Groves, 2002). 
Getting the arts into the national goals was not easy. Throughout the 1990s, many arts 
institutions were hit hard by cuts in state and local funding. Competition for the small 
offering of federal dollars available for arts education programming was fierce, and 
tenitorial problems developed among arts agencies (Gee, 1999b). As a result, arts 
education underwent a dramatic paradigmatic shift in pedagogical theory and practice 
(Gee, 2004). Atis agencies began promoting arts education experiences as the means to 
improve learning and boost test scores in other subject areas as well as provide other 
social service benefits, and mis educators united in an advocacy strategy promoting the 
sequential study of a discipline-based art education in the nation's schools as a core 
academic subject. 
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On his first day in office, President George W. Bush made education his priority 
and in 2001 signed into law the cunent education reform, the No Child Left Behind Act 
(NCLB) (U.S. Congress, 2001). Major components of the NCLB principles of 
accountability included control for individual states, parental choice, and promotion of 
research into effective teaching strategies (Sclafani, 2003). The goals of the Act were to 
guarantee the quality of public education for all children in the United States. The No 
Child Left Behind legislation requires all states to report student achievement from 
reading, mathematics and writing statewide assessments and high school graduation rates 
for all schools in the state. In addition, NCLB requires an adequate yearly progress report 
breakdown of achievement test results for major racial groups, students with disabilities, 
and limited English proficiency and economically disadvantaged students (Florida 
Department of Education, 2001a). Funding for magnet schools is also part of the No 
Child Left Behind Act of 2001, in the portion of the law bannered "Promoting Informed 
Parental Choice and Innovative Programs." The magnet schools program falls under the 
law's choice provisions, and the federal government still considers magnets an important 
aspect of desegregation policy, defining a magnet school as one that "offers a special 
curriculum capable of attracting substantial numbers of students of different racial 
backgrounds" (U. S. Congress, 2001, p. 1807). In a comparative study of magnet and 
traditional schools, Henig (1999) found that every magnet school was sufficiently 
attractive to entice a high number of minority parents (46.5%) to choose magnet schools. 
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In NCLB, the arts are initially included among the core academic subjects and 
the act states that they should be taught, tested and assessed in accord with state standards 
(Stankiewicz, 2004). For arts magnet schools, under the parameters ofNCLB the clear 
priorities are for improvements in reading, mathematics and science. The arts are not 
actually considered a part of the regular or core curriculum in that the NCLB Act focused 
on programs that integrate the arts into the curriculum or served as collaborations among 
federal agencies and m:ts education associations. Unless the Secretary of Education has 
more than $15 million available for arts education in a given year, all of the available 
money should flow to the performing arts programs offered through the Kennedy Center 
for the Performing Arts in Washington, D.C., with particular emphasis on the Vety 
Special Alis program for students with disabilities (Chapman, 2004). 
Under NCLB, each state is required to submit a plan for improving student 
achievement to the federal Depmiment of Education. Amrein and Berliner (2003) in a 
study of high-stakes testing policies pointed out that because scores can be made to rise 
when the curriculum is narrowed, school administrators choose to drop sub-areas that are 
unlikely to appear on the test. As a result, art, music, creative writing, and physical 
education are often eliminated from the cun'iculum when schools need to increase their 
scores on state tests. Kozol's (2005) study of inner city schools confitmed the frequent 
school policy of drilling children for as many as five hours in a day to "[pump] the scores 
on standardized exams by three or four percentage points" (p. 119). 
If the arts are to have a stronger presence in schools, suppmiers of arts education 
have recommended developing assessments for arts study in keeping with the 
standardized comprehensive assessment tests utilized by most states in response to No 
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Child Left Behind (Stankiewicz, 2004). Scalfani (2002/2003) defended the concept of 
assessment in NCLB for its usefulness in identifying students who are falling behind to 
enable early interventions to enhance academic achievement. Such assessments could 
evaluate student learning in relation to content standards in the atis and might also use the 
arts in assessments of student achievement for instrumental effects in other subjects. 
Choice Reform 
The most successful of educational reforms in the desegregation era involved 
standards-driven reforms and market-theory competition through school choice (Orfield, 
2003). The idea of school choice was introduced in the 1950s by conservative economist 
Milton Friedman (Fuller & Elmore, 1996). The educational "market system" was 
promoted to shift the political concept of school policy to a competitive market system 
where parents could choose their child's educational track (home schooling, private, or 
ideology-based schools through federally-funded voucher programs, or specialized or 
alternative schools) (Chubb & Moe, 1988). 
In 1974 when a federal district court in Boston introduced a forced busing 
program to desegregate schools, the action incited demonstrations and riots. City school 
board administrators were prompted to include magnet schools in their forced busing plan 
and, as a result, the first "forced busing plan with magnet options" was introduced 
(Rossell, 2005). When the Supreme Court ruled that northern cities must desegregate, the 
idea emerged to give people educational choice in alternative schools rather than 
mandatory reassignments (Orfield, 2003). 
By history, alternative schools served diverse populations of students, including 
those whose family's academic, social, political, or religious values diverged from the 
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mainstream, as well as those who were unsuccessful within the regular public school 
system. In their study of 14 secondary schools working to prevent students from dropping 
out, Wehlage, Rutter, Smith, Lesko, and Fernandez (1989) found data to suggest that 
while conventional schooling may be successful for many young people, it is problematic 
for those who are at risk. Raywid (1994) classified alternative schools and programs into 
three main types: (a) schools of choice as parental options; (b) schools in which students 
are placed, usually as a last chance prior to expulsion, for behavior modification, but 
involve little attention to pedagogy or cuniculum; and (c) school settings for remediation 
or rehabilitation. 
The first alternatives to public schools were outside the public school system. 
Though the alternative schools created in the 1960s were also private schools, they 
clearly surfaced as reactions to the constraints of the public school system, rather than 
because of economic conditions. Their nontraditional appearance triggered a mainstream 
label of hippie for the kinds of students they attracted. Another branch of first generation 
alternatives involved separate schools for dropouts, unwed mothers, and disruptive 
students. These were perceived as dumping grounds for the problem students in public 
schools. Such perceptions and labels contributed to a negative image of early alternative 
schools (Raywid, 1994). Alternative schools can serve as models for innovative change 
and are a clear example of restructured schools as represented in magnet schools. 
The Magnet School Movement 
In many districts, magnet schools are alternative schools that are set up with 
special programs and often granted additional funds and equipment in order to attract 
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students throughout the district (Blank, Levine, & Steel, 1996; Chubb & Moe, 2001). 
Public school choice was seen as a method to counteract the effects of income level on 
educational opportunity by establishing expanded options for lower-income families that 
are typically available only to wealthier families who are able to buy or rent homes in 
neighborhoods with more desirable schools (Smrekar & Goldring, 1999). 
The federal govemment promoted magnet schools as effective methods of 
educational reform, first during the administration of Richard Nixon and then under the 
presidency of Ronald Reagan. By 1990, the number of magnet programs had increased 
dramatically in school districts (Smrekar & Goldring, 1999). One of the reasons for the 
sustained growth of magnet schools is the federal govemment's steady financial support 
for the idea. Magnet schools were originally funded as tools of desegregation under the 
Emergency School Assistance Act, and explicit federal support for magnet schools 
resumed in 1985 with the authorization of the Magnet Schools Assistance Program 
(MSAP), included in the Education for Economic Security Act. Federal funding for 
magnet schools has continued since inception. In 1984 the national MSAP appropriation 
was $75 million and was increased to $108 million by 2008 (U.S. Department of 
Education, 2007). 
From 1975 when federal courts accepted magnet schools as a method of 
desegregation, their number increased dramatically. Magnet school programs are 
extremely popular, as measured by the fact that over 75% of all districts with magnets 
have a greater demand for student slots than they can fill; half of these districts maintain 
waiting lists (Blank, et al., 1996). With this level of demand, school districts must limit 
entry into the specialized programs. Most accomplish this through an admissions process 
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that uses a lottery format. Others rely upon a first-come, first-served anangement. 
Approximately one-third of all magnet programs use a selective admissions ·policy; these 
usually involve a minimum test score requirement or, in a performing arts magnet, the 
admission may be based on performance at an audition (Smrekar & Goldring, 1999). 
Fuller and Elmore's (1996) studies of the magnet school concept in U. S. school 
districts described the structure as embodying the principles of empowerment through 
parental choice, autonomy at school sites, deregulation, and possible improved 
educational achievement in the process of achieving its primary goal (Fuller & Elmore, 
1996). In a magnet school plan, the model would operate as follows: most or all of the 
predominantly minority schools that needed to be desegregated would be selected to have 
magnet programs. More money would be spent on the magnet schools in order to attract 
White students, and the cunicula would be altered so that each magnet school's 
curriculum would have a special theme or focus. The magnet school themes would be 
widely publicized, and parents would be actively and aggressively recruited. The primary 
assumption behind the implementation of a magnet school program in a segregated 
neighborhood school system is that parents will evaluate the educational program of the 
neighborhood school and that of the desegregated magnet school in rational, 
programmatic terms. The corollary assumption is that the additional money spent on the 
magnet school and its special theme would be sufficient to induce large numbers of 
White parents to choose the magnet schools and thus desegregate both the individual 
schools and larger school system (Rossell, 1990). Viewed as a Venn diagram in an 
educational concept (Figure 3), magnet school programs are the intersection of three 
different themes in educational reform: school desegregation, program improvement, and 
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school choice. Magnet programs can be structured in various ways and differentiated in 
tenns of whether all students in the school are included in the magnet program (whole-
school magnets) or only some of the students in the school participate in the magnet 
program (program-within-a-school). Most magnet high schools tend to be career-oriented 
or schools with entrance criteria (auditions or GPA requirements). These are refened to 
as whole-school-attendance zone magnets (Steel & Levine, 1994). 
Magnet Schools 
Note: From Educational Innovation in Multiracial Contexts: The Growth of Magnet Schools in 
American Education (p. 38), by L. Steel and R. E. Levine, 1994, Washington: U.S. 
Department of Education. Reprinted with permission of the author. 
Figure 3. Magnet Schools in the context of desegregation, program improvement, and 
school choice. 
Rossell (2005) suggested three reasons for the resilience of magnet schools 
nationally. First, the great triumph of the civil rights movement was its success in getting 
Whites to support the principle of racial diversity in the schools. In districts that have 
enough Whites to make integration feasible, magnet schools are viewed as an effective 
way to achieve that diversity, even in districts where court orders have been lifted or 
never existed. Second, magnet schools have been incorporated into the school choice 
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movement as a means of improving achievement and into No Child Left Behind as a way 
of increasing the opportunities available to children in low-perfom1ing schools. Third, 
parents embrace the concept of school choice in a theme-based school in order to assist 
their children in pursuing a passion or as a 1neans of igniting a passion within them. 
As magnet schools have become more prevalent, debate over their merits has 
accelerated commensurately. Numerous studies point to the advantages and benefits of 
the magnet high school concept. Blanket al. (1996), Klauke (1988), Laws (1987), and 
Rossell (2005) identified studies finding that magnet schools contribute to school 
desegregation and to improving educational quality. Gamoran ( 1996a, 1996b) used data 
from the base year of 1988 in the eighth grade and followed up in1990 in the twelfth 
grade from the National Educational Longitudinal Survey (NELS) (n = 24,000 students) 
and found that the average magnet high school student tested at higher achievement in 
reading and social studies than comparable students in both comprehensive and Catholic 
schools. Flaxman, Guerrero, and Gretchen (1999) conducted a literature review of 
comparative studies of comprehensive high schools versus career magnet secondary 
schools. In general, their review found that long-termmagnet school students 
outperf01med their non-magnet counterpatis in secondary and postsecondary attitudes, 
work experience while in school, and in extracurricular experiences. Crain, Heebner, and 
Si (1992) observed career magnet high schools in New York City and found that career 
magnets positively affected student grades and scores on standardized tests, and students 
were found to stay in school longer and think in more sophisticated ways about their 
graduation credits and career futures than their counterparts in comprehensive high 
schools. Poppell and Hague (2001) found that academic achievement for North Florida 
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magnet school students exceeded that of nonmagnet school students at all levels. The 
study, however, failed to control for population differences in comparing 1997-98 
standardized test data. In a qualitative study of 14 secondary schools, Wehlage et al. 
(1989) suggested that while conventional comprehensive schooling may be successful for 
many youth, altemative structures such as magnet schools respond to the underlying 
needs of youth. Evidence of improved attendance, behavior, self-esteem, and academic 
self-concept are positive effects that may translate into improved academic performance. 
In spite of the widespread support for altemative schools, there exists nonetheless 
an ambivalent attitude toward educational choice in public schooling among many 
educators and lay people. Critics of magnet school programs charge that magnets can 
exacerbate existing class or socio-economic divides, especially when the magnets are 
academically selective and few in number (McMillan, 1980). They assert that middle-
class parents are more motivated and more informed regarding the availability of 
educational options, while lower-income parents opt for or otherwise are placed in 
conventional attendance area schools with no specialized offerings and fewer resources 
(Metz, 1986). 
Magnet schools are more expensive. Critics of magnet schools argue that magnet 
schools divert resources that should be used for system-wide improvements and that there 
is little excess of resources from magnets because systems do not use them to foster the 
diffusion ofi1movation (Smrekar & Goldring, 1999). While federal funding through the 
Magnet Schools Assistance Program has remained relatively steady over the past twenty 
years, the greatest challenge to magnet schools now is state level fiscal constraints 
(Rossell, 2005). On average expenditures per student are 20% higher in districts with 
magnets; for example, three-fomihs of magnet programs have additional staffing 
allowances. Some magnet programs are funded though state desegregation funds, and 
most are funded under 2-year grants through the federal Magnet Schools Assistance 
Program. 
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Metz (1986) noted that "magnet schools, especially secondary schools, are subject 
to the pressures of tradition, despite their license to innovate" (p. 133). Schools that are 
different from "real schools" may not appeal to parents. In some communities, there is a 
stigma on the alternative school because some vocational schools and career education 
centers have been dumping grounds in the past designed for dropouts, dismptive students, 
and pregnant girls. Alternative education is also associated with free schools of the 1970s 
based on a communal, nonconformist lifestyle with little learning or teaching. Many 
parents have become convinced that alternative schools are for other people's children 
and not for their own. 
Arts Magnet Schools 
The opening of the alternative school, High School for the Performing and Visual 
Arts (HSPVA) in Houston in 1971, represented the first attempt by any public school in 
the nation to connect a focused training in the arts with a traditional academic high school 
curriculum (Rogers & Frieberg, 1994). HSPVA was the first of Houston's alternative 
schools and has served as the model for magnet schools in the United States. Described 
as "working like a magnet" in attracting students, by 1975 the term was used to describe 
the fiscal assistance to these schools then under consideration by the federal government, 
and the term caught on. Donald Waldrip, former executive director of the nonprofit 
national support agency, Magnet Schools of America, worked as a consultant in the 
establishment of early arts magnet high schools based on the Houston model, the early 
arts magnet models formed in Cincinnati, San Diego, and New York City (personal 
communication January 18, 2008). By the 1980s, most major cities in the United States 
had arts magnet schools. 
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Shircliffe (2002) described the objections that African American community 
leaders, neighborhood parents, representatives of the NAACP, and alumni of historically 
Black high schools have had to converting their neighborhood urban high school into a 
perfonning arts magnet high school. The Black community desired to restore their inner-
city school to a traditional high school with a strong athletic program that would serve as 
a rallying point to instill a sense of pride; they wanted their school on par with other 
schools. Hanna (1994) observed that African-American communities may reject arts-
focused education in preference for what they consider more dignified and prestigious 
fields of study and work Some representatives of the Black community may associate the 
atis overall with underachievement. Gamoran (200 1) described the history of racism and 
discrimination for African American families that continues to encourage distrust of 
schools. Ali programs were experimental programs in difficult schools in the 1950s for 
children with problems with learning, mobility, and povetiy (D. E. Wilson, 1963). The 
stigma against arts in experimental programs lingers. In Shircliff's observation (2002), 
the Black community objected to atis magnet programs as conveying a message of 
schooling for children with social, emotional, and academic deficiencies. 
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Federal Funding in Arts Education 
Few govemment leaders paid serious attention to proposals to develop new forms 
of federal funding of the arts until President Eisenhower sponsored legislation to create a 
National Council on the Arts; the proposal was referred to in Congress as "the President's 
toe dance bill" and did not obtain Congressional approval (Taylor & Barresi, 1984). The 
beginnings of federal support of arts education can be traced to 1962, the year that 
President John F. Kennedy appointed August Heckscher as his special consultant on the 
arts within the U. S. Department of Education (Fowler, 1988). In 1965, as part of the 
Great Society wave of govemment-expanding programs, President Lyndon Johnson 
proposed and Congress established a stronger federal presence in arts and culture which 
became the National Endowment for the Arts (NEA). The results of a study in the next 
year by Baumol and Bowen (1966) highlighting the economic dilemma of the arts 
provided the needed impetus to legitimize rapid program and budget expansion for the 
NEA. The NEA's mission was based upon the philosophical position that exposure to the 
personal pleasures of the arts was enough to kindle lifelong devotion, and, as a result, 
America's patronage audience which would develop until it included the entire 
population. Yet in a study commissioned by the Endowment in the mid-1980s, Paul 
DiMaggio concluded that cultural consumers in the United States, about 20 percent of the 
population, had more education, higher incomes, and higher-status jobs than the general 
public (DiMaggio, 1982). In the 1970s the federal budget continually increased, and the 
NEA courted the support of elitist mainstream institutions with large budgets and high 
visibility for funding museum exhibitions and performances patronized by affluent 
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citizens (Marquis, 1995). Between 1966 and 1983, the National Endowment for the Arts 
budget grew from $3.2 million to $143.9million, about 4,400 percent (Urice, 1983). 
Seventeen years after its creation, the NEA had spent $1.25 billion with no 
substantive program planning. Funding continued primarily because the Endowment 
leadership was politically astute and strongly connected to liberal allies in Congress. 
Federal mis-in-education funds were used for short-term artistic residencies in schools 
and neighborhood social centers, and NEA programs were rarely evaluated. The NEA's 
view of arts education outreach was sponsoring arts experiences in schools by visiting 
musicians, visual artists, and craftspeople of varying expertise. Bumgarner's 1993 study 
of the artists in residency program revealed that through the NEA outreach less than 7% 
of American school-age children experienced an artist residency or performance 
assembly each year. Those that were served in the program were more likely to be from 
affluent communities than from poor or rural ones (pp. 440-441). In response to criticism 
that the federal funds should be used for research into best practices in art education, the 
NEA chairperson at that time said, "If we did what [is] suggested, we'd have 
information-information that could be used against us if it did not supp01i what we have 
been saying to Congress. If we have no inf01mation, ... we have pictures of smiling 
face-happy children, teachers, and parents. No one votes against smiling children" 
(Urice, 2001, p. 16). 
As a result, a philosophical schism between arts educators and artist advocacy 
divided the arts community. In The Arts at a New Frontier: The National Endowment for 
the Arts, Taylor and Barresi observed that while the NEA's "main objective for artists in 
school projects appeared to be concern for the creative, financial, and social welfare of 
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artists," arts educators were "concerned with the development of children" (1984, p. 216). 
At a 1992 meeting of the American Council for the Arts, Bumgarner (1993) described a 
comment from a member of the board of directors on the position of the NEA, "Artists 
have not been used to the extent they should be in schools. Seventy-five percent of the 
miists in this country are unemployed; we should use those artists! It's easier to teach an 
artist how to teach than a teacher art" (p. 451 ). 
As federal funding began to calcify, federal mis agencies and associations and arts 
lobbyist groups focused on one goal- more control and fiscal resources for its agency 
and its supporting constituency of artists and arts organizations. To Gary Larson (1997), 
author of the NEA publication American Canvas, K-12 arts education was viewed as a 
"revenue stream" and fiscal and political "escape route" for a persecuted nonprofit arts 
community. Involvement with arts education would provide "immediate payoffs, in the 
form of work for artists and mis organizations" (p. 49). Suggesting a bypass of the 
credentials of baccalaureate preparation to teach, Larson also advocated "alternative 
means of teacher certification should be developed to permit artists to contribute more 
regularly and directly to the formal educational process" (1997, p. 17). 
A dramatic pedagogical shift occurred within the field of art in the mid-1980s. 
Several Congressmen interested in arts education took note of the tensions between 
proponents of discipline-based art education (DBAE) and advocates of arts experiences 
and in 1985 called for a study ofthe state ofmis education in the United States (Gee, 
1999b). The resulting report, Toward Civilization: A Report on Arts Education (National 
Endowment for the Atis, 1988), was significant in focusing much-needed attention on the 
arts (Herbert, 2004). Three imp01iant innovative changes for the arts were encompassed 
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in the report recommendations: first, the arts, long considered a "frill," should be 
included as a basic to complete education alongside math, reading, and science; second, 
there must be standards of agreement across school districts as to student competency in 
the arts; and, finally, the report atiiculated a broader vision of the purposes ofK-12 atis 
education than the artist-centered school programs advocated by the National 
Endowment. 
In the late 1980s the NEA's budget became static. The federal effmi to support 
the mis had calcified into a rigid bureaucracy dispensing dwindling funds divided and 
subdivided among an ever-increasing cohmi of claimants. Persistent social problems 
claimed priority for funding, even as steep growth in various government entitlements ate 
up tax resources and swelled deficits (Marquis, 1995). In the 1990s, President Ronald 
Reagan planned to eliminate the National Endowment for the Arts. Many arts institutions 
were hit hard by cuts in state and local funds, and competition for the small offering of 
federal dollars available for arts education programming was fierce. Territorial problems 
among arts agencies arose (Gee, 1999b). Trescott described the frantic competition for 
federal funding: "Alis education ... has been a mainstay for museums, performing arts 
centers and dance companies-not to mention the NEA .. .In recent years, the arts 
education program has replaced the multicultural program as the most likely way to win a 
grant" (1997, p. B1). 
The concept of mis education underwent a division of leadership and a 
paradigmatic shift in mission. Art educators, organized as the Consortium of National 
Arts Education Association, vigorously opposed the NEA's representation as the nation's 
primary provider of arts education and promoted a pedagogical basis for arts in schools. 
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Through a grant administered by the National Association for Music Education, the 
Consortium drafted a fonnal definition of arts education as well as national standards for 
art education which crafted arts education as a sequenced and comprehensive discipline-
based subject (National Association for Music Education, 2008). Fmiher, the Consortium 
warned that as more atis agencies and artist organizations were legislatively empowered 
to promote anything they did as "arts education," many school districts would feel 
justified in relying upon these programs as cheaper substitutes for school-based 
sequential arts instruction (Gee, 1999a). After more than two years of hearings and 
deliberations, national standards for arts education were negotiated and published in 1994 
(Fowler, 1996). However, there is no formal nation-wide application of the standards 
today; the adherence of state and local school systems to national arts standards is 
voluntary. 
Arts Education in Florida Public Schools 
Florida, the site of the present study, in 1999 initiated its school improvement and 
accountability initiative to reform education through its A-Plus Plan for Education. This 
plan created high-level academic standards called the Sunshine State Standards (Florida 
Department of Education, 2005c). The State ofFlorida's Sunshine State Standards were 
adapted from the four creative arts discipline guidelines endorsed by National Art 
Education Association (June Hinckley, personal communication, August 30, 2004). 
Those standards, a delineation of expectations of achievement by all students, provide K-
12 teachers a direction for learning in a balanced art curriculum that emphasizes content 
from the Discipline-based Ati Education of the Getty Institute (Hamblen, 1993). 
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In 1991 Florida committed to a standards-based reform strategy that emphasized 
curricular standards and an assessment program at the state level (Trimble & Herrington, 
1999). The Florida Commission on Education Reform and Accountability began 
conceptualizing its student leaming assessment, called the Comprehensive Assessment 
Design, in 1995, and the first test was administered in 1998 (Florida Department of 
Education, 2001a). The Florida Comprehensive Assessment Test (FCAT) is Florida's 
annual criterion-referenced standardized test administered to students in Grades 3 through 
10. The FCAT measures selected benchmarks in mathematics, reading, science and 
writing, while standardized nann-referenced tests in reading and mathematics are used to 
compare individual student perfonnance against national norms. The Sunshine State 
Standards identify what Florida public school students should show for academic 
proficiency and competency during each of four developmental levels at PK-2, 3-5, 6-8, 
and 9-12. The standards also describe leamer expectations in core subject areas including 
visual arts, theatre, music, and dance for which the state will hold schools accountable. 
Preparation for math and science components of mandated standards-based testing is a 
public school priority; but Florida's school districts, fortunately for the arts, have opted 
for a 7-period day which restores the option for electives (Fowler, 1996). In Florida, the 
arts are not yet legitimized as a basic in the core curriculum. Completion of a minimum 
of 24 academic credits for high school graduation includes only one credit requirement 
from the arts and college admission requirements do not include arts coursework (Cato, 
2002). 
Dade County's Board of Education, in a rare example of commitment to the arts, 
defined the arts as a basic skill; every high school student must take one semester of art to 
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graduate. Florida's Miami-Dade district has instituted an 8-hour school day and every K-
12 pupil in Miami takes 60 minutes of art and 90 minutes of music a week (Chira, 1993). 
Universities in some states consider the high school arts cunicula impmiant, but Florida's 
State University System does not require any arts for admission. Florida does include the 
a1is in high school GPA calculations (Herbert, 2004). 
In 1999, the Florida legislature approved Govemor Jeb Bush's A+ Educational 
Policy of the Comprehensive Assessment Test (FCAT) for grades 3 through 10, which 
aligned well with the federal mandated testing requirement in NCLB (McManus & 
Henington, 2005). The A-Plus school accountability program offers financial incentives 
to all Florida schools to encourage higher standards. The unique aspect of the A+ Plan is 
its reliance on the market theory of allowing the parents of students in low-perfmming 
schools to receive vouchers that can be redeemed at an eligible public or private school of 
their choice (Goldhaber & Hannaway, 2004). 
The Florida A-Plus Plan, as described by Lips (2006), enacted three pioneering 
school choice programs to help at-risk K-12 students (a scholarship program for low-
income/disabled students, a corporate scholarship tax credit, and a school voucher 
program for families from failing public schools to attend a school of their choice). 
Controversial but often cited, Greene's study (2001) of the Florida A-Plus Plan found that 
the academic test scores improve when schools are faced with the prospect that their 
students will receive vouchers. 
Florida legislators enacted a law recognizing the value of providing numerous and 
meaningful options for students and their parents. In 1999, Florida was the first state to 
implement a statewide school choice program, Opportunity Scholarships, which enabled 
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students to opt out of failing public schools and into better-performing public or private 
schools. School choice opponents, teachers' unions, and special interest groups strongly 
objected to the use of state funds for voucher payments to non-public schools. After 7 
years of litigation, the Florida Supreme Court struck down the Florida school voucher 
program. Just prior to the Supreme Court decision, Florida's governor redesigned the 
scholarship program into a choice program funded by education tax credits (Schaeffer, 
2006). Today the Florida Depatiment of Education maintains an Office oflndependent 
Education and Parental Choice fon11ed to infon11 and promote the school choice options 
(scholarships, charter schools, magnet programs, controlled open enrollment, distance 
learning, No Child Left Behind school choice, home education, and private schools; 
Florida Department of Education, 2005b ). 
Florida Arts Magnet Schools 
Tasked by the President's Committee on the Arts and the Humanities to identify 
school districts that exemplified an ideal vision for the arts, Brent Wilson (200 1) in a 
qualitative study of 14 atis magnet schools cited educational leadership in Florida for 
developing utopian models for school improvement and reform through the state's arts 
magnet program. Daniel (2000) cited the remarkable record of Florida performing and 
visual arts magnet schools for high achievement, low dropout rates, high college 
acceptance rates, and continued advancement in postsecondary education. 
Florida school districts provide arts magnet schools at the elementary, middle, and 
high school levels. Students gain entry into arts magnet programs through a combination 
of auditions, potifolios, and interviews (B. Wilson, 2001 ). As early as the fourth grade, 
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students begin to prepare portfolios that will support their admission into middle and 
secondary school alis magnet disciplines. Students patiicipate in, and eventually choose a 
major in, visual atis (painting, sculpture, graphic design, and architecture); music 
(instrumental and vocal); dance (ballet, jazz, tap, modem); theatre (performance and 
technical suppmi); and media (sequential pictures-video, television and radio production, 
and computer-aided design, desktop publishing and research (Halquist, 2003; B. Wilson, 
2001). Program coursework begins with a core academic background, enhanced by 
professional study and career options in the arts. Wilson concluded his study emphasizing 
the additional value realized in the mission of arts magnet schools which went beyond the 
study of the alis to serve administrators, teachers, parents, and students. 
The first executive director of the nonprofit Magnet Schools of America, Judith 
Stein, described Florida's first alis magnet, Charles R. Drew Elementary School in 
Miami, as the emulated example for transfmming failing schools into flourishing 
educational model schools. Stein described that there were no magnet schools in Florida 
until Drew Alis Magnet Elementary was created in 1971. It was through the effolis of a 
first-year teacher at Drew Elementary, Lilia Garcia, that lunch hour ati experiences were 
offered at the Miami-Dade inner city school (personal communication, July 23, 2007). 
Working without a budget or funding from the district, Garcia added visual ati and 
theater to the free-time program, the second year included music, and by the third year 
she was funded to provide transpoliation and a few grants for materials. With very few 
alis programs in the district schools, Garcia recalled that by 1974 there was a waiting list 
of parents wanting access to a quality arts program. After 6 or 7 years, the superintendent 
of the district, recognizing the increased interest in the alis program and expanding 
enrollments in the inner city school, recommended Drew Elementary as a dedicated 
magnet school (personal communication, January 28, 2008). 
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Atis magnet institutions are a segment of the schools of choice concept; in Florida 
arts-infused schools can be chatier, private, special purpose schools, as well as dedicated 
arts magnets. Stein clarified that there are two different f01ms of arts-focused schools in 
the State of Florida and all across the nation: interest-based and talent-based arts 
programs (personal communication, July 23, 2007). Florida arts magnet high schools are 
either conservatory or applied atis schools. Conservatory secondary level programs 
(Douglas Anderson in Duval County, Dreyfoos in Palm Beach County, and New World 
High Schools in Dade County) encompass a classic arts program, which means the school 
offers all four disciplines of the arts (visual ati, music, dance, and drama). Applied atis 
academies are career-focused schools with an emphasis on landscape design, interior 
design, fashion design, and architecture as demonstrated in Design and Architecture 
Senior High School found in Miami's fashion and design district (Longley, 1999). Miami 
Beach High School is an applied arts school in what is called below-the-line arts, which 
means careers behind the scenes (artists who create set designs; engineers who maneuver 
the scenes; sound and theatrical effects; and technicians for computer-aided arts 
technology). The New World School in Dade County is a unique arts magnet school 
concept in that it provides arts education instruction from Grade 9 through college, 8 
years of arts education (Longley, 1999). 
At the elementaty, middle, and high school level, acceptance into Florida's art 
magnet schools is based upon evidence of passion and proficiency in the arts even though 
career interests and postsecondary studies may not be arts-based. Unlike magnet schools 
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where students are chosen on the basis of lottery or residency within the school 
neighborhood, candidates for admission to atis magnet schools must audition to 
demonstrate their desire and artistic potential for the program. Audition panelists are 
atiists and arts educators chosen from the arts community. Competition for acceptance in 
the mis magnet programs is fierce. Garcia explained that "one in 25 students that apply is 
accepted to New World School of the Arts in Miami" (personal communication July 23, 
2007). Students in the arts magnet program at New World are recruited like football 
players. Garcia acknowledged that "very few go to Florida. They are awarded 
scholarships to Cooper Union, Harvard, Comell, Brown, Boston School of the Atis," 
(personal communication, Februaty 29, 2008). 
Many Florida secondary schools have moved from a 6-period day of classes to an 
"academy" eight-period concept that provides additional hours in the school day for more 
arts coursework. Virginia Shuker, district coordinator of Miami-Dade District Schools, 
described the reasoning for the 8-hour school day was to prevent student dropout 
(personal communication, February 29, 2008). The 8-hour school day is accomplished by 
dividing the school year; students take four classes the first half of the year and four in 
the remainder of the term, freeing up hours for students who need to be remediated in 
math and reading or they may choose elective coursework such as the arts. Goodlad's 
(1984) study of37 schools inA Place Called School found that "the arts programs of 
these schools, more than any other programs, did seem to capture the personal interests of 
students" (p. 219). Miami-Dade arts educators have confirmed that the culture of an atis 
cuniculum has been instrumental in maintaining student interest in school and have 
lowered student dropout (Lilia Garcia, personal communication, February 29, 2008). 
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Bolman and Deal (1997) suggested that the culture of an organization can influence 
productivity, the commitment to improve and achieve excellence in performance. Culture 
describes the character of a school and reflects the unifying themes and patterns of core 
values, beliefs, and traditions developed over time. Leaders in education have used terms 
like "climate" or "ethos" to understand and capture illusive but powerful patterns and 
forces in their schools (Sashkin &Walberg, 1993). The definitions of climate and culture 
are blurred and overlapping, but Hoy and Miskel (200 1) clarified that culture represents 
shared assumptions, values, and nonns, and that climate is shared perceptions of 
behavior. In studying school cultures and the supp01iive and nurturing climate that 
generates student success, Rogers and Frieberg (1994) recognized the "psychological 
climate" of arts magnet schools that foster a community of learners encouraging 
innovation, shared responsibility, and a respectful and supportive environment (pp. 17-
18). Brent Wilson (2001) claimed alis magnet high schools to be an educational "utopia" 
of transformative learning. 
The majority (73.33%) of Florida mis magnet high school campuses, when 
compared to the high schools in their school district, report fewer absences from school 
in each 21-day term and demonstrate lower school dropout rates from school attendance 
(Appendix A). Arts magnet high schools are able to offer the core curriculum plus arts 
education through block scheduling. The traditional schedule of seven 50- to 55-minute 
periods each day limits opp01iunities to introduce additional learning experiences. Block 
scheduling reorganizes the school day into fewer classes offered each day for longer 
blocks of time (for alis magnet campuses, 90 minutes). The arts magnet school day uses 
the AlB or block-8 design where students take eight classes all year, with blocks of four 
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classes altemating every other day or altemating every few weeks. These classes with 
extended time allow studio instruction and practice time, rehearsal sessions, and private 
lessons in art, music, drama, and/or dance (Marchant & Paulson, 2001). Block scheduling 
has been attributed to positive changes in students' attitudes toward school as measured 
by attendance, dropout rate, discipline referrals, and student suspensions (Canoll, 1990; 
Eineder & Bishop, 1997; Mistretta & Polansky, 1997). Comparison studies of traditional 
scheduling and block scheduling rep01ied significantly higher academic achievement as 
measured in grade point average and achievement scores (Deuel, 1999; Guskey & Kifer, 
1995; Khazzaka, 1997; Knight, DeLeon, & Smith, 1999). Gruber and Onwuegbuzie 
(200 1) found statistically significant differences for language arts, mathematics, social 
studies, and science achievement scores in their comparison study of the effects of high 
school block scheduling compared to a traditional schedule. 
Research Initiatives in Arts Education 
Following the Congressional budget cuts of the 1990s, the mis education 
community put out a call for research to support their claims for the benefits of arts 
experiences. Arts advocacy organizations published reports which were vehicles for the 
advancement of the decades-old practice of using arts education as a means to sustain 
political supp01i and public funding. Atis advocacy campaigns promised every variation 
of beneficial effect through the arts. Their claims included the following: taking art 
courses raises SAT scores, and improves reading, math, and spatial skills; higher order 
thinking skills are improved and problem-solving ability increased; overall academic 
performance is increased; graduation rates are improved because more at-risk students 
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are kept in school; and art builds self-esteem, self-discipline, creativity, community 
cohesion, and greater tolerance for difference. It was also hypothesized that atis 
experiences bolster workforce readiness among America's young people and that a ready 
workforce ensures our global competitiveness (Gee, 2004). These claims about the arts 
and the teclmiques used to market them had a profoundly negative impact on the identity, 
credibility, and purpose of arts in education. Thomas Brewer, Chair for the National Art 
Education Association (NAEA) research commission for three years, conducted an 
objective and critical review of national research initiatives and concluded that "their 
efforts foundered ... in trying to gather good, quality policy for atis-related studies" 
(personal communication June 18, 2007). 
Gruber and Hobbs (2002) recommended that treating ati as a serious subject of 
study suggested a need for developing serious procedures for assessment of instrumental 
effects. The Arts Education Research Agenda for the Future, published by the National 
Endowment for the Arts (1994), set out guidelines for scholarly study and challenged 
teachers, students, and arts advocates to join the effort. In response to the national call for 
research in the 1990s, several publications reported instrumental outcomes found in arts 
experiences. Schools, Communities and the Arts: A Research Compendium (Welch & 
Greene, 1995) published a collection of 500 studies compiled by the National 
Endowment for the Arts. However, Eisner (1998) was critical of the scholarly quality of 
this work, and Colwell's (1998) review found unequal treatment of findings and selective 
reporting of only favorable results in the publication. Brewer (1998) noted the statement 
found in the Research Compendium commending a Florida study as groundbreaking for 
future research. In fact, Brewer notes that the state-level report The Status of Arts 
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Education in Florida Schools: Survey of 1992-1993 (1993) was never released to the 
public. Designed, completed, and evaluated by the University of Central Florida, the 
infommtion gathered was determined by its publishers to be "unreliable and possibly 
harm the case for arts education" (as cited in Brewer, 1998, ~19). Copies of this report are 
generally available to the public. 
Murfee (1995) in Eloquent Evidence: Arts at the Core of Learning claimed that 
"students of the arts continue to outperform their non-art peers on the Scholastic 
Assessment Test (SAT)" (p. 3), and that students with four or more years of arts study 
scored several points higher on the math portion. Eloquent Evidence failed to describe the 
academic background of the students that excelled and whether these high achieving 
students, by personal choice, patiicipated in art courses. Eisner found the results 
"statistically insignificant" and "educationally trivial" (1998, p. 10). Brewer (1998) was 
critical of the redundancy in that Eloquent Evidence cited studies already summarized in 
Welch and Green's Schools, Communities, and the Arts (1995). 
Champions ofChange (Fiske, 1999) was a compilation of seven studies of art and 
leaming experiences that announced "these are research findings that have immediate 
relevance for both policy and practice in American education today" (p. 5). A review of 
Champions of Change by Gee (2004) pointed out that self-promotion was the primary 
interest of the sponsoring advocacy organization seeking to convince politicians, 
policymakers, and community leaders of the essential nature of their work for arts 
education. 
Another major research report that received severe criticism from arts educators 
was Critical Links: Learning in the Arts and Student Academic and Social Development 
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(Arts Education Partnership, 2002). "Critical Links is a transparent and unabashed 
attempt to portray methodologically weak studies as 'strong' research" (Gee, 2004, §6). 
Financed by the NEA and the U.S. Depatiment of Education, Critical Links: Learning in 
the Arts and Student Academic and Social Development (Arts Education Partnership, 
2002) was an attempt to influence public policy by recycling two previous federal arts 
advocacy publications, Champions of Change and Eloquent Evidence. Catterall's study 
(1998) included in Critical Links is often cited as the most important breakthrough study 
demonstrating an achievement gain for students involved in arts education. However, 
none of the 62 research studies included in Critical Links is reprinted, only summarized 
by the research reviewers. This condensed version made it difficult to determine the merit 
and method of the original study. In addition, Chapman (2004) noted that the studies 
reviewed in Critical Links do not meet the criteria ofNo Child Left Behind for research 
evidence. 
Judith Stein, former director of Magnet Schools of America (personal 
communication July 23, 2007), cited a survey conducted by Hodge and Cornelius (1999) 
as the "most definitive study about arts magnet schools." The International Network of 
Performing & Visual Arts Schools, a membership of more than 300 members (arts-
focused K-12 schools and administrators, faculty and staff), surveyed its institutional 
members (n = 114) to compare and examine patterns of success in Network schools. 
Seventy-three schools (64%) returned completed instruments; the interpretation of the 
results is based on 71 (62%) validated survey instruments, 33 (29%) from high schools 
(grades 9-12). The responses to survey questions revealed success patterns shared by arts-
focused high schools: relatively low dropout rates; low suspension rates; high senior class 
graduation rates; high percentage of graduates attending colleges, universities and 
conservatories; and high daily student attendance rates. 
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Meta analytic reviews conducted by Eisner (1998) and Brewer (1998) have been 
critical of the quality of research on behalf of the atis. Eisner's (1998) examination often 
years of published research efforts reviewed studies of the effects of public school arts 
courses on academic achievement. He concluded only "ve1y limited" effects were 
identifiable when the arts were intentionally used to raise academic achievement in 
reading and writing. Eisner warned that the arts do not benefit from attempts to argue 
their importance based upon citing their contributions to other fields (p. 8). Brewer, 
critical of the representative statements often made on behalf of the arts, said, 
"Inconsistent exaggerations found in advocacy statements of 'research now substantiates' 
and 'the value of arts education is now finnly grounded in theory and research' should 
instead be balanced by attention to sound empirical research" (p. 30). A priority for arts 
education research is the establishment of an informed and vigorous research base for 
making knowledgeable decisions (Zinnnerman, 1997). The following section is a review 
of research efforts exploring the connections of academic achievement and arts education 
in secondaty schools. 
Studies of Instrumental Learning Outcomes 
The literature on the instrumental outcomes of arts experiences and academic 
achievement is voluminous. During the twentieth centu1y, with each shift of national 
education priority and the implementation of reform efforts on behalf of school 
excellence, equity and choice, research produced findings of the positive effects of arts 
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education. The results were often overlooked as national attention focused on issues more 
politically pressing than the arts. A review of the literature pertinent to the present study 
revealed several reform-driven comparative studies finding a difference in academic 
achievement for students in traditional school settings and those in an atis education 
experience (Aiken, 1942; Catterall, Chapleau, & Iwanaga, 1999; Nmman, 1987; Vauglm 
& Winner, 2000; and Whitener, 1974). 
The first significant and comprehensive investigation of the relationship between 
secondary school and college was the Eight-Year Study conducted between 1930 and 
1942 (Aiken, 1942). By the late 1920s, only one out of six American high school students 
continued on to college. Yet the conventional college preparation cuniculum still 
dominated the basic course of study at the secondary school level. College entrance 
requirements dictated admission requirements in terms of specific units of science, 
mathematics, history, English, and foreign languages. Practically no recognition was 
given to fine arts or any other nontraditional area in the college preparatory program. The 
arts were disparaged by critics of the progressive education reform as nonacademic, 
nonintellectual, and nonessential luxury items within the secondary school cuniculum. 
The purpose of the study was to experiment with secondary school cuniculum to address 
high school effectiveness. The Commission on the Relation of School and College, 
established by the Progressive Education Association, selected approximately 30 schools 
(1,475 students) that revised their secondary cuniculum and carefully matched them to 
students at conventional schools. Over 250 colleges agreed to suspend their admission 
requirements for graduates of the participating high schools. When the students reached 
college, the students from the nonstandard schools were found to have markedly higher 
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academic achievement than their counterparts in traditional high schools. Interestingly, a 
subfinding of the study revealed a "positive and consistent relationship between music 
participation and scholastic aptitude" (Chamberlin, Chamberlin, Drought, & Scott, 1942, 
p. 191). In general, the finding of the Eight-Year Study was that students could 
successfully prepare for college in a variety of ways. 
In the 1960s, pursuit of the academic excellence political platform promoted the 
traditional hierarchy of academic subjects, ability-grouping, and emphasis on the 
intellectually talented student. The atis and music were identified as frill subjects (Eddy, 
1977) in which the college preparatory student could ill afford to spend time, as these 
courses would make no contribution to their subsequent college success. Competition for 
college acceptance and success and the importance of test scores in math and science 
were dramatized to the point that the college preparatory student felt adequate preparation 
might be jeopardized by giving time to art and music coursework. 
Whitener's dissertation (1974) was an important early effort to find a difference in 
the college experience for students of arts education in high school. The study population 
was randomly selected from 2,481 freshmen in 1971: four 50-person samples (Rutgers 
University men, Douglass College women, music/art, and non music/art). The 
experimental group had elected to take four semesters (or one Carnegie unit) of music 
and/or art during high school, while the comparison population followed exclusively an 
academic college preparatory pattem. Whitener's approach was to test the validity of 
prevailing essentialist assumptions by locating college populations who were in high 
school during the era when the national push for academic excellence was at its peak and 
compare their college achievement. The comparison of cumulative grade-point average at 
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the end of the freshman year of college was made through an analysis of variance. The 
principal finding of Whitener's study was that there was no significant difference in 
cumulative grade-point average at the end of the freshman year between students who 
followed a traditional high school college preparatory program and students who 
included ati and music in their college preparatoty courses; the finding was confinned for 
both male and female students. In order to eliminate a socio-economic bias in the study 
population, Whitener used Warner's Revised Scale for Rating Occupation; the socio-
economic ratings were based upon the occupation of the father. The music-art group and 
the non music-art group were found to be similar in socio-economic breakdown; an 
analysis of covariance found no significant difference in socio-economic classification. 
The utility of the atis, visual, musical, dramatic, and dance fotms, to teach other 
academic subjects was an important argument for mis advocates during the Pursuit of 
Excellence (Rockefeller Brothers Fund, 1958) education reform efforts. Norman (1987) 
conducted a comparative study of standardized achievement test scores of students in 
traditional schools with the test scores of students receiving an integrated mis program 
where the arts served as a link to other academic subjects, the Learning Through the Arts 
(LTA) Program. Sautter (1994) defined an integrated arts program as a level beyond 
magnet schools for the mis; in an arts-integrated school students are given enough time to 
sample many art forms and learn to do at least one of them well but also use the mis as a 
means to connect all areas of the cuniculum. The purpose of the study was to challenge 
two commonly held beliefs: first, that traditional cunicula do not include the arts as a 
basic requirement in quality education; and, secondly, that subjects should be taught 
separately and not integrated. The objective of the study was to compare the student 
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scores on a standardized achievement test to detennine a difference as a result of the 
experimental arts treatment. The study population (n = 2,402) of an experimental group 
and control group was drawn from matched schools in three school districts and, when 
possible, from within the same school. The integrated arts program was a 7-year cycle of 
visual arts integration into the traditional curriculum, and Norman's research covered 
years 3 through 7. The instrument chosen to assess the students' level of competency in 
basic learning was a standardized achievement test, the Iowa Test of Basic Skills. A 
multivariate analysis of variance was conducted comparing the two levels of treatment 
(the arts-integrated curriculum and the traditional curriculum with no integration of the 
arts) for three cohorts of students. A 2x3 analysis of variance was conducted comparing 
two levels of treatment: students in the traditional curriculum and the matched group in 
the arts-integration program (LTA) and the number ofyears in the LTA program. 
The three levels oftime groups were (a) 1 year; (b) 2 to 3 years; (c) 4 to 5 years. 
The study produced the following results: (a) in the first year of the arts-integrated 
program, students receiving the program scored slightly higher on math and reading 
achievement tests; (b) during the second year of the school's participation in the arts-
integrated program, students involved in the program experienced a significant increase 
in mean scores on the achievement tests; and (c) in the third year of the program, scores 
were, in fact, slightly lower than the scores of schools that had participated in the 
program for 1 or 2 years. Brewer's analysis of atis-integrated cunicula (2002) cautioned 
that these approaches that argue an instrumental use for the arts diminish its academic 
integrity and inadvertently provide policymakers and administrators with a justification 
for eliminating the creative arts as a discipline in education reform. 
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Using the National Longitudinal Study of 1988 (NELS:88), Catterall (1998) 
conducted an analysis of survey data for more than 25,000 eighth graders through a tenth 
grade follow-up, a sample population representative of the nation's population of 
secondary students. Using a survey about student participation in the arts which included 
taking arts-related classes as well as involvement and leadership in school activities such 
as band, theater, orchestra, chorus, dance, and the visual arts, the analysis found 
"substantial and significant differences in achievement and in important attitudes and 
behaviors" between young people highly involved and those with little or no atis 
engagement (p. 3). In addition, Catterall repotied statistically significant achievement 
differences for high- and low-arts young people. The research did not definitively explain 
the differences shown nor was it able to make a causal connection between arts 
experience and academic achievement. In a related follow-up study, Catterall et al. 
(1999) found that U. S. high school seniors intensively involved in the arts since the 8th 
grade are associated with high academic achievement. 
With the introduction of a funding sponsor for further research, Catterall et al. 
(1999) extended the research to describing developments up to Grade 10 through the 
balance ofhigh school. Catterall et al. (1999) claimed that high levels of involvement in 
instrumental music over the middle and high school years correlated with significantly 
higher levels of math proficiency by grade 12 but offered no data analysis. According to 
Catterall et al., study findings suggested that arts students "earned better grades and 
scores, were less likely to drop out of school, watched fewer hours of television, were 
less likely to report boredom in school, had a more positive self-concept, and were more 
involved in community service" (p. 69). Chapman cautioned that these claims were 
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without scholarly substantiation. Chapman further indicated that the studies published by 
Catterall in Critical Links were "publicity, not sound basis for making any association 
between arts education and achievement" (personal communication AprilS, 2005). 
Vauglm and Winner (2000) analyzed 12 years (1987 -1999) of actual mean score 
SAT data for a relationship between mis courses and SAT scores as recorded by the 
College Board. A contrast analysis was conducted based upon years of mi experience: 0 
(n = 2,439,488); 1 (n = 3,345,430); 2 (n = 1,794,495); 3 (n = 1,136,006); 4 (n = 864,434; 
and 4 or more (n = 535,818). The study population students taking the SAT responded to 
the optional Student Descriptive Questionnaire (SDQ), now called the SAT 
questionnaire, as part of the registration process. Approximately 94%-95% of the 
students taking the test filled out at least one item on the survey (College Board, 2007a). 
The mis course question was "Indicate the total number of years of high school courses 
(in grades 9-12) [in Arts and Music] you have taken or plan to take in each of the subjects 
listed below. If you have not taken any course in a subject and do not plan to take any in 
high school, fill in the oval 'None' colunm. Ifyou repeat a course, count it only once." 
The definition of arts and music is listed on the questionnaire as art, music, art history, 
dance, and theater. In their analysis, Vaughn and Winner conducted a student score 
comparison for 0, 1, 2, 3, and 4 years of such arts courses. The analysis of scores 
revealed that SAT scores increased gradually with each level of arts course from 0 to 3 
years, and then spiked at 4 years. A one-way ANOV A of mean scores and levels of arts 
expetience as the between-subjects factor revealed a statistically significant effect of arts 
experience: F(1,60) = 93.977, MSE = 83.791,p <.0001. An analysis of the obvious 
contrast of scores between 4 years experience and 0, 1, 2, and 3 years of arts experience 
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were also found to be statistically significant and higher, F(1.60) = 426.544, MSE = 
83.791,p < .0001. Later, the pattern presented by Vaughn and Winner for 1987 SAT 
scores was replicated by comparing the 2007 national and State of Florida questionnaire 
responses (Figure 4; College Board, 2007a, 2007b). The SAT Reasoning Test combined 
test results replicated the apparent gradual increase with each level of arts from 0 to 3 
years and a sharp increase at 4 years. 
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Figure 4. Comparison of SAT Scores. National composite SAT scores as a function of 
arts courses. 
While scores are slightly lower for students with over 4 years of arts, Vaughn and 
Winner (2000) using a post-hoc t-test showed that the mean scores of students with over 
4 years and less than 4 years were not reliably different,p = .05. The analysis of this 
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study demonstrated that higher SAT scores, both math and verbal, conelated with 
enrollment in a1is coursework in high school. However, from the results of the Vaughn 
and Winner study we cannot conclude that taking arts courses will result in higher SAT 
scores. The link between SAT scores and arts courses has many possible explanations. 
Eisner cautioned against assuming a specific lin1<: between the arts and SAT scores, 
opining that students with mis experience may have higher energy and drive which could 
account for their increased achievement (as cited in Winner & Cooper, 2000, p. 33). 
Various suggestions for a conelation were that high achievers may believe that courses 
outside academics, like the arts, enhance their desirability for college admissions review 
panels. Students who study the arts may attend schools that are strong in both arts and 
academics. Eisner (1998) in an analysis of College Board data revealed the fallacy of 
assuming a link between arts study and SAT scores. His analysis suggested that high 
achievers focus and take more nonrequired courses in a particular area. As a result, there 
is an implied association between the number of nonrequired courses taken and SAT 
scores. 
DiMaggio (1982) found suppmi for the hypothesis that students who are high in 
academic motivation to begin with choose to study the arts. DiMaggio analyzed a sample 
of eleventh graders (n = 3,000) in the U. S who rated their interest in outside arts 
activities and reading literature to the degree to which their self-image was one of being 
"cultured." A regression analysis controlling for ability level (measured in a vocabulary 
test) and social class (measured by father's education) showed that cultural capital was 
positively related to academic grades. Bourdieu (1993) first articulated the theory of 
cultural capital for the advantages that accumulated cultural knowledge confers upon a 
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person. Possession of cultural capital provides children with skills, attitude and 
knowledge which make the educational system a more comfortable place to achieve 
success. For young people, possessing an appreciation of excellence and standards of 
judgment is a part of learning to become self-sufficient in the cultural heritage prevailing 
in society (Smith, 2000). 
In a related concept, some researchers have demonstrated that many highly 
intelligent students also were highly able in the arts, and that most highly able arts 
students are also highly intelligent in a traditional sense, although not all highly 
intelligent students possess art talent (Pariser & Zimmerman, 2004). Vaughn and Winner 
(2000) described two European studies of art exposure. 
A study conducted in Holland revealed the general feeling that studying the arts 
takes away fi·om time spent on more academic subjects, contrary to the American 
assumption that taking arts courses causes high academic scores. In Britain, students that 
are poor in academics are steered into the mis. Consequently, a study in Britain found 
that students who took a great deal of arts courses actually performed worse on their 
academic exams than students who did not concentrate on the arts. 
The findings of Harvard's Reviewing Education and the Arts Project (REAP) 
study created a variety of extreme reactions from arts advocates ranging from anger, 
resentment, and fear to satisfaction, relief and amusement (Gee, 2001). The findings of 
Harvard's REAP (Winner & Cooper, 2000) meta-analytic study were indeed detrimental 
to instmmentalists. "Mute Those Claims: No Evidence (Yet) for a Causal Link Between 
Arts Study and Academic Achievement" angered arts advocacy communities (Hope, 
2001). Some characterized the REAP researchers as enemies ofthe arts, and one scholar 
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recommended they should have buried their findings (Hetland, et al., 2007). The REAP 
report analyzed primmy research that tested the claim that the study of the arts is 
associated with some f01m of academic improvement; their analysis identified 11,467 
English-language miicles, books, theses, conference presentations, teclmical reports, 
unpublished papers, and unpublished data from 1950 unti11998. Using a meta-analysis (a 
quantitative synthesis in which the unit of analysis is the study rather than the person), the 
researchers reported that ofthe studies, 188 met the criteria of an experimental study and 
only three of the analyses rep01ied reliable causal links (studies of cognitive transfer and 
music and drama experiences). 
Summary 
The American public has great faith in the transformative power of the public 
education system. Education in the United States has had many reforms in the past 100 
years, but the most innovative and promising was the 1980s concept of choice. Choice is 
not grounded on the theory of privatizing public schools or supporting religious schools, 
but is a method for transforming the structure and perf01mance of public education 
(Chubb & Moe, 2001). Many of school district choice plans are built around magnet 
schools which are alternative schools with special programs and often additional funds 
and equipment in order to attract students from throughout the district. 
The magnet school concept has proven hugely successful, first, as a school 
desegregation tool and, secondly, to provide choice and high quality education for 
America's youth. The arts have long been marginalized from the general education 
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program, functioning in the periphety as luxuries or frills to the essential academic 
curriculum. Perhaps the most persistent and pervasive rationale centers on the generalized 
belief that art instruction provides instrumental outcomes that go beyond the acquisition 
of ati knowledge and skills. As a result, the arts education community was driven to 
empirical research that would assign instrumental value to the arts. In fact, there is a long 
history beginning as early as the 1930s researching the value of the arts and their ability 
to improve student perfonnance in the traditional subjects. 
The concept of the arts magnet school has given arts education the greatest 
visibility in the history of educational reform. There is a need to better understand the mis 
magnet high school and its effectiveness in readying its graduates for their postsecondary 
experience. Empirical research in the area of magnet schools was a direct result of the 
reforms in secondary education, and much concern for empirical research has been with 
academic rigor in math, science, reading, and writing. 
There is a great need for investigation into the success of arts magnet high 
schools. Studies have looked at the broad effects of the arts linking to other aspects of the 
curriculum, ranging from broad scale studies to detennine how exposure to the arts 
enhances the quality of life to pinpointed, focused studies that attempted to relate arts 
experiences to enhancing specific academic skills in other areas. The findings of these 
studies were generally inconclusive and have been criticized for lack of rigor in construct 
or weak design. 
There remains an imperative for further research in the area of atis education. 
Within that imperative there is also a need to better understand the arts magnet school 
and its possible contribution to student achievement and success in postsecondmy 
education. The study described in Chapter 3 addresses these issues. 
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Chapter III: Methodology 
Introduction 
This study investigated the difference in college readiness, terms to degree, 
academic major and degree awarded, and college academic success to graduation for 
students receiving a diploma from an alis magnet high school compated to those 
graduating from a traditional high school. Utilizing the research design of similar 
postsecondary studies by Adelman (1999, 2004, 2006), Desjardins, McCall, Ahlburg, & 
Moye (2002), and Horn and Kojaku (2001), the present study analyzed student level data 
from the Florida SUS student data common course file and analyzed the results. The 
study also provides a descriptive profile of Florida's atis magnet high schools and their 
graduates. This chapter includes the research questions, the details of the study design, a 
profile of the population studied, and the statistical methods employed. This chapter also 
addresses the issue of confidentiality and the delimitations and limitations of the study. 
Research Questions 
The following research questions guided the study: 
1. Is there a difference in college readiness (as measured in high school 
GP A, SAT, and ACT) between the graduates of arts magnet high schools 
and traditional high schools? 
2. Is there a difference in terms to college degree (measured in the semesters 
to graduation) between graduates of arts magnet high schools and 
traditional high schools? 
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3. Is there a difference in number of major changes (measured in the number 
of major changes to college degree) between graduates of arts magnet high 
schools and traditional high schools? 
4. Is there a difference in Academic success (measured in the final college 
GP A) between graduates of arts magnet high schools and traditional high 
schools? 
5. Is there a relationship between the number of arts-related college degrees 
and the type of high school attended? 
Design of the Study 
The purpose of this study was to consider and predict the influence of type of high 
school on the college-ready and academically-successful college student. The present 
study used a quantitative design of comparative analysis. Comparative analysis describes 
the relationship between a set ofbinaty or dichotomous independent (predictor or 
explanatory) covariables and dependent (outcome or response) variables. Logistic 
regression was selected as the best-fitting and most parsimonious model (Hosmer & 
Lemeshow, 1989). The approach this study took was to follow the statistical analysis path 
of a regression model (Figure 5). Creswell (2002) suggested regression as the appropriate 
statistical procedure for examining the combined relationship of independent variables 
with a dependent variable. In regression, the variance in the dependent variable is 
explained by the variance in the independent variable. Gall, Gall, and Borg (2003) 
supported the use of logistic regression for predicting a dependent variable on the basis of 
categorical independents and for determining the percent of variance in the dependent 
variable explained by the independent variables; assessing interaction effects; and better 
understanding the impact of covariate comparison variables. This impact is usually 
explained in terms of odds ratios. 
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Step 1 Plot the scatter diagram of dependent vs. independent variables for the nature and 
strength of the relationship 
Step 2 Conduct a Maximum Likelihood Estimate= Probability 
that observed data is a function of our unlmown parameters 
Construct test of significance of model coefficients: 
1. Hosmer & Lemeshow chi-square test 
2. Omnibus test 
Consh·uct maximum likelihood 
estimations (MLE) to assess 
goodness of fit: 
1. Log likelihood 
2. Likelihood ratio test 
Establish goodness of fit 
Manipulate data with t- tests 
and chi-square test 
Compare this model with others to 
select the best fit 
Figure 5. Analysis path of logistic regression. 
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Setting and Population 
The research sample for the present study was drawn from the Florida State 
University System (SUS) and it consisted of graduates from Florida's 15 arts magnet 
high schools and 15 randomly-selected traditional high schools who also attended the 11 
universities in Florida's State University System (SUS). Florida was selected for 
accessibility of data and geographic convenience to the researcher whose residence is in 
the state. The study population was identified from the total population of freshmen 
entering the SUS in 1998, 1999, 2000, and 2001. The Florida Department of Education 
(2001b) reported that on average 22.7% (n = 23,341) of the recipients of the 102,879 
standard high school diplomas awarded in 1999-2000 enrolled in Florida SUS 
institutions. 
Although the institutions of the State University System are spread throughout the 
demographic regions of Florida, the 15 arts magnet high schools in Florida are located in 
the largest urban areas of the state (Figure 6). From this data, the determination was 
made that the cohorts for each of the 4 selected years would be adequate for the selected 
statistical design. The purpose of the study was to examine the effectiveness of arts 
magnet high schools in readying graduates for the college experience. Therefore, it is 
impmtant to examine and understand the arts magnet high school campus. A profile of 
the Florida arts magnet high school was developed from aggregate data made available 
online by the Florida Department of Education. 
• AoridaA&M University 
• Florida Atlantic University 
• Florida Gulf Coast University 
0 Florida International University 
0 Florida State University 
• New College of Florida 
0 University of Central Florida 
0 University of Aorida 
0 University of North Florida 
• University of West Florida 
0 University of South Florida 
Note: From A Map of Florida Universities, by the Florida Board of Governors, 2006. Retrieved 
February 19, 2009, from http://www.flbog.org/documents_meetings/ 
003 8 _ 0 121_ 0956 _1 OA %20Map%20of0/o20Florida%20Universities%203-06-22-06.ppt 
Figure 6. Proximity of Florida's 15 arts magnet high schools to Florida SUS 
institutions. 
Profile of the Florida Arts Magnet High School 
A comparison of Florida arts magnet high schools and their school districts was 
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constructed from information available in the Florida School Indicators Report, which is 
an on-line database of school status and performance over the last ten school years. 
Appendix A is the report of district high school statistics during the four years of this 
exploratory study tracking the school emollment, absences, dropout rates, and graduation 
rates for the arts magnet high schools compared to their respective school districts. For 
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example, the ratio of absences at Dade County School District is 8 to 1.6 as compared to 
New World School of the Arts. For Douglas Anderson School of the Atis, the ratio of 
annual student dropout is 1.5 compared to Duval County School Board's 25.1. Crime 
occurrences on the school grounds on an annual basis for Dillard Schools of the Arts is 
4% of the reported criminal activity for Broward County Schools. Also displayed in 
Appendix A is the average graduation rate for atis magnet high schools and their 
respective school districts. The result of the demographic profile for arts magnet high 
schools is detailed in Appendix B. 
These statistics serve to create a profile of the arts magnet high school compared 
to the traditional schools in the respective school districts. This is the sample of 15 arts 
magnet public high schools that the present study observed. 
Student Cohorts 
Using student level data, high school graduates were followed through 
postsecondary education for 6 years1 as cohorts (1997/2003, 1998/2004, 1999/2005, 
2000/2006). Postsecondary institutions are the 11 Florida State University System 
schools. All of the high school graduates from the four 6-year cohorts in the 30 selected 
high schools attending SUS institutions were a part of this study. 
Each of the four cohorts of this study, as Florida public high school students, were 
required to take at least 24 credits (in Camegie units2) of coursework including 4 years of 
English, 3 years of social studies, 3 years of mathematics, 3 years of science, 1 year of 
1 Of students who took the traditional path to a bachelor degree at State University Systems (SUS) 
institutions, 86.5% took five years or less (Florida Board of Govemors (2004a). 
2 The basic unit of coursework measurement is the academic accounting device called a "Camegie unit." A 
Camegie unit is a standard of measurement used for secondaty education that is equivalent to the 
completion of a course that meets five periods weekly throughout an academic year, where a period is 
typically at least 40 minutes (Tyack & Cuban, 1995). 
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health/physical education, 1 year of arts or vocational studies, and 8.5 credits of electives 
(Florida Center for Advising and Academic Suppmi, 2005). 
Statistical Analysis 
Binary logistic regression was selected as the method for analyzing and predicting 
the differences posed in the first five research questions. Aggregate data held as public 
infonnation was used to answer research questions 1 through 5. The data were analyzed 
utilizing the Statistical Package for the Social Sciences (SPSS) version 16.0. 
Logistic regression is a fonn of multivariate analysis that is used when the 
dependent variable is dichotomous and the independent variables are continuous or 
categorical (Gallet al., 2003). Additionally, logistic regression can be used to determine 
the percent of variance in the dependent variable explained by the independent variables; 
to rank the relative importance of independent variables; to assess interaction effects; and 
to understand the impact of covariate comparison variables (Hosmer & Lemeshow, 
2000). The basic design for this study involved selecting two groups differing on the 
independent variable (type of high school) and then comparing them on dependent 
categorical and continuous variables of interest (college readiness, number of tenns to 
college degree, changes in college major, and college success). Onwuegbuzie (2005) 
asserted the goal in developing a statistical model is to have groups that are as similar as 
possible on all relevant background variables except the independent variable. In order to 
detem1ine equality of groups, information on the demographic variables of gender and 
ethnicity were collected and statistically controlled to reach equivalence. 
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Data Acquisition 
Aggregate data. This study utilized two types of data: aggregate and disaggregate. 
Aggregate data, which is publicly available, were used to describe the graduates of the 
high schools comprising the independent variable. Using factors identified by the 
Common Core of Data (National Center for Educational Statistics, 2007) and Florida 
School Data (Florida Depmiment of Education, 2005a), the characteristics of the arts 
magnet high schools in this study were identified and comparison public high schools 
were randomly selected from the traditional public high schools in the same county. 
Disaggregate data. The present study used disaggregate data for the individual 
student level data maintained by the State University System of Florida, the SUS Student 
Data Course Files. The disaggregate data was acquired from the SUS data administrator. 
To identify student data for analysis, the element codes listed in the SUS dictionary were 
used (Florida Department of Education, 2004). 
Operational Variables 
Independent variable (type of high school). Type of high school, arts magnet or 
traditional high schools, was the dichotomous independent variable for this study. 
Florida's 15 arts magnet high schools and a sample of 15 randomly selected traditional 
public high schools located in the same communities were the focus for this research. The 
comparison schools consisted of a systematically selected sample of high schools through 
a list developed by the SUS data administrator. 
Dependent variables. Dependent variables and their measures, respectively, for 
this study were college readiness as measured by high school GPA, SAT, and ACT 
scores; terms to college degree measured in terms to degree; changes in college major; 
college success measured by college GP A; and the baccalaureate degree awarded. 
The first step was to determine equivalence of the two groups in the study 
population based upon gender and race/ethnicity. This study group consisted of four 
cohotis of Florida arts magnet high school and a group of traditional high school 
graduates from a randomly-selected sample who entered the Florida SUS at the same 
period of time. 
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For the present study, the analyses were run twice, once with SAT/ACT scores 
and once including high school GP A as an independent variable. SAT I ACT scores and 
GPA were used as predictors of academic success. Consistent with Adelman (1999), 
Hom and Kojaku (2001) found high school curriculum was a stronger predictor of 
bachelor's degree completion than standardized test scores (p. x). Lord (2003) argued that 
ACT and SAT scores coupled with high school grades are even better predictors of 
success in college (p. 20). While grades provide no information about what students have 
actually learned, they are the most accessible indicators of high school academic 
performance (Adelman, 2004). 
Protection of Human Subjects 
Student level data provided by the Florida Student Data Course Files included 
non-identifiable, anonymous student data. In order to better understand what the Florida 
atis magnet high school looks like and how it operates, aggregate data available as a 
matter of public record was accessed to develop a profile ofthe arts magnet schools. For 
purposes of the analyses, the 30 selected high schools were identified by institution code 
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numbers. High schools were not identified with student outcomes in the findings. All data 
identifying traditional high schools are held confidential by the researcher and were not 
identified in the study. Data were purged following statistical analysis and prior to 
presentation and publication of the dissertation analytical results. Approval for the 
protocol for this study was secured from the UNF Institutional Review Board for the 
Protection of Human Subjects prior to commencement of the study' (Appendix C). 
Delimitations of the Study 
This study was delimited to four 6-year cohorts of graduates from 30 Florida high 
schools who attended Florida State University System institutions. It was further 
delimited to the academic years, summer 1997 to spring 2006; and to four operational 
dependent variables (college readiness, terms to college degree, changes to college major 
and academic success). 
Limitations of the Study 
The findings of this study were delimited by the design chosen by the researcher. 
This study followed students from the schools in one state, limited to the years 1997 
through 2006. Further, this study was delimited to mis magnet and traditional high school 
graduates who entered the Florida public SUS institutions, because the data were not 
available to follow those freshmen entering private colleges, postsecondary schools 
outside the State of Florida, or other career-oriented training. The interest ofthis study 
was how prepared, focused, persistent, and successful arts magnet high school graduates 
are in their college baccalaureate experience compared to graduates from the high schools 
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that they most likely would have attended in their school district if they had not attended 
an arts magnet high school. 
Given these delimitations, the findings were not generalizable to other 
populations. The findings may not be generalized to other states or to other baccalaureate 
graduate cohorts from Florida universities. The findings of this study should be of interest 
to Florida policy makers and educational leaders in other states with demographic and 
magnet school populations similar to Florida. Caution must be exercised in applying the 
findings of this study to different settings. The alis magnet high school findings in the 
present study may be of special interest to other state magnet program administrators, 
teachers, and students, but similar cautions apply. The experience through college of the 
four student cohorts in the present study may have been affected by unique circumstances 
unknown to the researcher which limits their serving as representative models of Florida 
high school graduates. High school graduates in the present study identified as not 
completing to the college degree within the 6-year parameters of this study may well 
have finished in subsequent terms. 
Summmy 
This chapter presented a description of the design of the statistical study, the 
setting and study population, including a profile of the Florida alis magnet high schools. 
The methods of data collection, sampling procedures, and the analytical framework 
employed were described in detail. This chapter also addressed ethical considerations and 
the delimitations and limitations of the study. 
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Chapter IV: Findings 
Introduction 
The purpose of the present exploratory study was to examine the differences 
between graduates of 15 atis magnet high schools and the graduates of a randomly 
selected sample of 15 traditional high schools in their college readiness and 
postsecondary academic experience. By analyzing student level data from the Florida 
SUS student data common course file, this study compared the 6-year college completion 
to degree of arts magnet high school graduates and traditional high school graduates on 
variables of college readiness, tetms to college degree, changes in major, and type of 
college degree earned. 
The study was guided by the following five research questions: 
1. Is there a difference in college readiness (as measured in high school GPA, SAT, 
and ACT) between the graduates of arts magnet high schools and traditional high 
schools? 
2. Is there a difference in terms to college degree (measured in the semesters/terms 
to college degree) between graduates of arts magnet high schools and traditional 
high schools? 
3. Is there a difference in changes to major (measured in the number of changes to 
college major) between graduates of arts magnet high schools and traditional high 
schools? 
4. Is there a difference in final college GPA between graduates of arts magnet high 
schools and traditional high schools? 
5. Is there a relationship between the type of degree earned and the type of high 
school attended? 
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Using quantitative methodology, four cohorts of graduates of atis magnet and 
traditional high schools were compared on seven operational dependent variables. The 
independent variable in this analysis was high school type with two possible values: arts 
magnet high school and traditional high school. Six years following high school 
graduation, the four cohotis of students in the research sample were compared using 
operational variables appropriate to their college completion to the award of a 
baccalaureate degree. The Florida State University System institutions award an 
associate's degree by successful completion of a required general education program, 
plus electives to total 60 semester hours. The SUS offers a total of 614 baccalaureate 
degrees, 506 of which require a maximum of 120 semester hours. There are exceptions to 
the 120-hours-to-degree for the disciplines of elementary education, special education, 
engineering, visual and performing arts, and the health professions, which require 
additional hours to degree (Pitter, LeMon, & Lanham, 1996). 
Organization of the Chapter 
This chapter begins with a demographic profile developed from the aggregate and 
disaggregate data of the research sample of 15 arts magnet high school graduates and the 
15 traditional high school graduates (N = 8,967). The second section contains the 
statistical analyses conducted to address the five research questions. The results of the 
data analyses of this study are summarized in the concluding section ofthis chapter. 
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Operational Variables 
Using the seven operational variables defined in this study, the data analysis 
provided empirical results regarding college readiness, terms to college degree, changes 
to college major, college GP A, and type of degree earned for the graduates of arts magnet 
high schools and the comparison group of traditional high schools at 11 State University 
System (SUS) institutions. The seven operational variables were: (a) high school GP A, 
(b) SAT, (c) ACT scores, (d) number oftenns to degree, (e) number of changes in major, 
(f) college GP A, and (g) degree earned. 
For Research Question 1, the dependent variable college readiness was 
operationalized in measures of high school GPA and SAT and ACT scores. The mean 
high school grade point average, upon which the student's application for admission is 
evaluated, is based on a 4.0-plus grading system. A maximum value of 5.0 was allowed 
for this variable because it is possible to obtain this average with weighted advanced 
placement courses and the successful completion of quality points (Florida Department of 
Education, 2004). 
For this study, a z score derived from SAT and/or ACT scores of the research 
sample was created. In Florida, students may complete either the SAT or ACT 
achievement tests for college admission (Florida Center for Advising & Academic 
Support, 2005). In this research sample, there were some missing values on achievement 
scores. A portion of the students obtained both an SAT and ACT score, but 3,802 
students (25.5%) had no SAT score and 5,165 students (57.6%) had no ACT score. It is 
probable that most of the missing values in these achievement test scores were 
individuals who took only one test, with the SAT being selected most often. Given this 
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configuration of information, it was necessaty to construct a measure of aptitude that is a 
combination of ACT and/or SAT scores to minimize the number of missing scores. One 
way to combine the two types of achievement test scores is to construct a z score which 
represents the number of standard deviation units each student deviates from the mean 
(Morgan, Reichert, & Harrison, 2002). The result is a score for which the mean is zero, 
with a range of -3 to +3. For the high school graduates in this sample, ACT scores ranged 
from 11 to 34 and SAT totals ranged from 540 to 1,580. The average ACT score was 
22.13, the median was 22, and standard deviation 4.102, which represents not a large 
difference between the mean and the median of those ACT scores (n = 3,802) and a 
symmetrical distribution. For SAT scores in this sample (n = 6,682), the average SAT 
total was 1,105.54, median distribution was 1,100.00, and standard deviation of 150.095, 
which suggests that SAT scores were symmetrically distributed. Therefore, for the 
present study a new variable score of aptitude was developed to replace ACT and SAT 
scores. For students taking both the ACT and SAT tests, the SAT score was used. The 
histograms at Figure 7 (Appendix D) depict the symmetric distribution of SATZ and 
ACTZ scores as the variable APTZ. Appendix D contains a detailed description of the 
calculation of the variable APTZ. 
Demographic Profile 
Descriptive statistics were used to compare the research sample of arts magnet 
high school graduates (n = 3,885) and a randomly selected group of graduates from 
traditional public high schools in the same school districts (n = 5,082). Table 1 describes 
the research sample by high school type, ethnicity, and gender for this sample of 
graduates (N = 8,967). 
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Table 1 
Demog_rae_hic Profile of the Total Research Same_le 
Demographics Frequency (Percentage) 
Arts Magnet Traditional Total 
11 % 11 % N % 
Student SUS 3,885 (43.3) 5,082 (56.6) 8,967 (IOO.O) 
Student Demographics 
Asian 222 (5.7) 274 (5.4) 496 (5.6) 
Black 910 (23.7) 743 (14.7) I,653 (18.6) 
Hispanic 682 (I7.7) 932 (18.4) 1,6I4 (18.1) 
Native American I2 (0.3) 2I (0.4) 33 (0.4) 
Other 8 0.2) 12 (0.2) 20 (0.2) 
White 2,0I2 (52.3) 3,073 (60.8) 5,085 (57.1) 
No Indication 0 0 0 
Total 3,846 (99.0) 5,055 (99.4) 8,90I (99.9) 
Ethnicity: Male 
Asian 104 (6.9) 132 (5.9) 236 (6.3) 
Black 300 (19.9) 297 (13.2) 597 (15.9) 
Hispanic 282 (18.7) 411 (18.2) 693 (18.4) 
Native American 4 (0.3) 9 (0.4) 13 (0.3) 
Other 4 (0.3) 6 (0.3) 10 (0.3) 
White 811 (53.9) I,399 (62.1) 2,210 (58.8) 
No Indication 0 0 0 
Total Male 1,505 (99.3) 2,254 (80.5) 3,759 (99.3) 
Ethnicity: Female 
Asian 118 (5.0) 142 (5.1) 260 (5.I) 
Black 610 (26.I) 446 (15.9) 1,056 (20.5) 
Hispanic 400 (17.1) 52 I (18.6) 921 (17.9) 
Native American 8 (0.3) I2 (0.4) 20 (0.4) 
Other 4 (0.2) 6 (0.2) IO (0.2) 
White 120I (51.3) I673 (59.8) 2,874 (55.9) 
No Indication 0 0 
Total Female 2,34I (99.5) 2,800 (99.2) 5,14I (98.8) 
Gender 
Male I,515 (39.0) 2,267 (44.6) 3,782 (42.2) 
Female 2,370 (61.0) 2,8I4 (55.4) 5,I84 (57.8) 
No Indication 1 I 
Totals 3,885 (100.0) 5,082 (100.0) 8,967 (100.0) 
Note: N= 8,967. Descriptive data represents the frequency and percentage of students within the 
total research sample. Total percentages may vary slightly and may be less than I 00.0% due to 
rounding errors. 
While gender is not a variable of study in this analysis, for the research population 
of high school graduates (N = 8,967), women were slightly over-represented in the 
sample: women (57.8%, n = 5,184) versus men (42.2%, n = 3,782). For Fa112006, the 
concluding year of the present study, the Preliminary Headcount Enrollment report for 
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the State University System reported gender representation in student enrollment at levels 
comparable to the percentages found in the research sample: women were 57.1% of the 
first-time-in-college (FTIC) enrollment for the Florida State University System (SUS) 
and 42.9% of the FTIC enrollment were men (Florida Board ofGovemors, 2007). 
Examination of the research sample on the basis of ethnic representation reported 
high school graduates in the research sample were White (57.1 %, n = 5,085), Black 
(18.6%, 11 = 1,653), Hispanic (18.1 %, 11 =1,614), Asian (5.6%, n = 496), and Native 
American (0.4%, n = 33). The Florida State University System headcount enrollment, 
again for fall2006, reported student characteristics by ethnicity: White (58.5%), Black 
(14.8%), Hispanic (18.2%), Asian (4.8%), and Native American (less thanl.O%; Florida 
Board of Govemors, 2007). Ethnicity within the sample closely matched that in the 
student population enrolled in the State University System in the same years. 
The sample consisted of 3,885 arts magnet high school graduates (43.3%) and 
5,082 traditional high school graduates (56.6%) from four cohort years of high school 
graduation (1998, 1999, 2000, and 2001). Four percent of the students in the research 
population were admitted to an SUS institution but dropped out soon after enrollment. 
Those 379 students were eliminated from this study analysis. 
Of the 8,967 students comprising the research sample, 52.36% (11 = 2,034) of the 
arts magnet high school graduates and 54.23% (n = 2,756) of the traditional high school 
graduates eamed a baccalaureate degree within the 6-year time frame of this study. 
Profiles of the research subsample completers and non-completers are presented in 
Tables 2 and 3. 
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Table 2 
Demographic Profile of Student Completers 
Demographics Frequency (Percentage) 
Arts Magnet Traditional Total 
11 % 11 % 11 % 
Student SUS 2,034 (43.3) 2,756 (56.6) 4,790 (100.0) 
Student Demographics 
Asian 129 (6.4) 164 (6.0) 293 (6.2) 
Black 425 (21.1) 333 (12.1) 758 (15.9) 
Hispanic 322 (16.0) 455 (16.6) 777 (16.3) 
Native American 7 (0.3) 11 (0.4) 18 (0.4) 
Other 4 (0.2) 3 (0.1) 7 (0.1) 
White 1,128 (56.0) 1,776 (64.8) 2,904 (61.0) 
Total 2,015 (99.0) 2,742 (99.4) 4,757 (99.4) 
Ethnicity: Male 
Asian 52 (7.4) 76 (6.9) 128 (7.1) 
Black 117 (16.5) 100 (9.1) 217 (12.0) 
Hispanic 117 (16.5) 163 (14.9) 280 (15.5) 
Native American 3 (0.4) 3 (0.3) 6 (0.3) 
Other 2 (0.3) 1 (0.1) 3 (0.2) 
White 416 (58.8) 753 (68.7) 1,169 (64.8) 
Total Male 707 (99.9) 1,096 (100.0) 1,803 (99.9) 
Ethnicity: Female 
Asian 77 (5.9) 88 (5.3) 165 (5.6) 
Black 308 (23.5) 233 (14.2) 541 (18.3) 
Hispanic 205 (15.7) 292 (17.7) 497 (16.8) 
Native American 4 (0.3) 8 (0.5) 12 (0.4) 
Other 2 (0.2) 2 (0.1) 4 (0.1) 
White 712 (54.4) 1,023 (62.2) 1,735 (58.7) 
Total Female 1,308 (100.0) 1,646 (100.0) 2,954 (100.0) 
Gender 
Male 710 (34.9) 1,104 (40.1) 1,814 (37.9) 
Female 1,324 {65.1) 1,652 {59.9) 2,976 {62.1) 
Totals 2,034 (100.0) 2,756 (100.02 4,790 (100.0) 
Note: 11 = 4,790. Descriptive data represents the frequency and percentage of students within the 
total research sample. Total percentages may vary slightly and may be less than 100.0% due to 
rounding errors. 
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Table 3 
Demographic Profile of Student Non-Completers 
Demographics Frequency (Percentage) 
Arts Magnet Traditional Total 
11 % 11 % 11 % 
Student SUS I,85I (43.3) 2,326 (56.6) 4,I77 (100.0) 
Student Demographics 
Asian 93 (5.1) 110 (4.8) 230 (4.9) 
Black 485 (26.5) 4IO (I7.7) 895 (21.6) 
Hispanic 360 (I9.7) 477 (20.6) 837 (20.2) 
Native American 5 (0.3) IO (0.4) I5 (0.4) 
Other 4 (0.2) 9 (0.4) 13 (0.3) 
White 884 (48.3) I,297 (56.1) 2,I8I (52.6) 
Total I,83I (98.9) 2,313 (99.4) 4,I44 (99.2) 
Ethnicity: Male 
Asian 52 (6.5) 56 (4.8) I08 (5.5) 
Black I83 (22.9) 197 (17 .0) 380 (19.4) 
Hispanic I65 (20.7) 248 (21.4) 413 (21.1) 
Native American I (0.1) 6 (0.5) 7 (0.4) 
Other 2 (0.3) 5 (0.4) 7 (0.4) 
White 395 (49.5) 646 (55.8) I,04I (53.2) 
Total Male 798 (100.0) I,I58 (100.0) I,956 (100.0) 
Ethnicity: Female 
Asian 41 (4.0) 54 (4.7) 95 (4.3) 
Black 302 (29.2) 213 (18.5) 5I5 (23.5) 
Hispanic I95 (18.9) 229 (19.8) 424 (19.4) 
Native American 4 (0.4) 4 (0.3) 8 (0.4) 
Other 2 (0.2) 4 (0.3) 6 (0.3) 
White 489 (47.3) 650 (56.3) I,139 (52.1) 
Total Female I,033 (100.0) I,154 (100.0) 2,I87 (100.0) 
Gender 
Male 805 (43.5) I,I63 (50.0) I,968 (47.1) 
Female 1,046 (56.5) I,I62 (50.0) 2,208 (52.9) 
No Indication I I 
Totals 1,85I (100.0) 2,326 (100.0) 4,I77 (100.0) 
Note: 11 = 4, I77. Descriptive data represents the frequency and percentage of students within the 
total research sample. Total percentages may vary slightly and may be less than I 00.0% due to 
rounding errors. 
Of the 8,967 students in the total research sample, 47.64% of the arts magnet high 
school graduates (n = 1,851) and 45.76% of the traditional high school graduates (n = 
2,326) did not complete their college experience and earn a baccalaureate degree. Many 
students transfer out of the State University System (SUS), take longer to complete their 
educational process, or leave education altogether. More than half (55%) of all Florida 
SUS students who started in 1998 had "stopped out" and interrupted their studies after a 
period of 6 years (Florida Board of Governors, 2004a). Interruptions may occur for 
personal reasons including employment, becoming ill, care giving responsibility for 
family members, or incurring financial difficulty in maintaining continued enrollment. 
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Within this study subsample ofnon-completers, women were more likely to not 
complete their pursuit of a baccalaureate degree within 6 years: for arts magnet high 
school graduates in this study, 1,046 females (56.5%) and 805 men (43.5%) did not earn 
a degree within 6 years. Among traditional high school non-completers, gender 
representation was almost equal: 1,163 (50.5%) men and 1,162 (50.0%) women did not 
achieve a degree award within 6 years. Only males had a statistically significant 
difference in degree award based upon type of high school from which they graduated (p 
= .022), X2 (2, n = 1,968) = 7.674. 
By ethnicity, minorities represented 47.4% (n = 1,826) of atis magnet research 
sample (n = 3,846) (Table 1). The largest population in this research sample ofnon-
completers were Blacks and Hispanics. For Black arts magnet graduates, 53.3% (n = 485) 
did not complete the college experience within 6 years to any degree compared to 55.2% 
(n = 410) of the Black traditional high school graduates. For Hispanics in atis magnet 
schools, within the 6 years of the study 52.8% (n = 360) did not complete to degree 
compared to 51.2% (n = 477) in traditional high schools. 
Data Analyses Addressing the Research Questions 
The research sample of the present study was limited to four consecutive coho tis 
of high school graduates who began and continued their postsecondary education at a 
Florida SUS institution. For purposes of this analysis, the student research sample is 
identified by a 6-year time span for each cohort beginning with the date of spring high 
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school graduation and concluding with sixth year expectation of college degree award: 
Cohort 1: 2001-2007, Cohort II: 2000-2006, Cohort III: 1999-2005, and Cohort IV: 1998-
2004. 
The five research questions were addressed by various analytical procedures and 
the next section of this chapter presents those analyses. This study used SPSS (version 
16.0) to perform the statistical analyses. Each multivariate analysis employed is identified 
together with the observed value of the test statistic to include a report of effect size and 
significance where applicable. Thompson (2002) recommended that in inferential 
statistics, repotiing the effect size assists in detetmining whether the difference observed 
is a difference that matters. The present study utilized Cohen's (1988) definitions of 
effect sizes as "small= .2," "medium = .5," and "large= .8" (p. 25). A statistically 
significance level of .05 was used for all statistical analyses, and p-values are for two-
tailed tests. Where a statistically significant difference existed, the direction was 
indicated. Each analysis ·is presented with a conclusive statement of the test results 
together with supporting evidence. The statistical methods used in this study were chi-
square tests of independence to identify differences in the samples being compared; 
independent groups Student's t-tests using equal variances not assumed to compare 
differences in the means of a dependent variable between two independent groups; 
measures of comparison (means, medians) and variance (standard deviation) to compare 
distributions of groups; and, for this study, eta tests to measure the strength of the effect 
size and regression analysis where appropriate. 
To the extent that the type of high school experience might predict the dependent 
variables, regression analyses were performed. Logistic regression was employed to 
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predict the odds of dependent variable college readiness based upon high school GP A 
and achievement scores (APTZ). Logistic regression is a statistical technique for an 
independent variable that is dichotomous where results have only two options. For the 
present study the question was whether type of high school predicted college readiness as 
measured by variables of high school achievement. Huck (2008) explained that the 
logistic regression results predict the probability of an event occurring posed in the 
language that for evety one unit increase in the predictor, the probability of that event 
occurring respectively increases or decreases. For this study, in addition to the dependent 
variable of interest, at least one independent variable is involved in the regression 
analyses, the variables, high school GP A and APTZ. Huck confirmed that researchers 
nonnally collect data on several independent variables (p. 591). Linear regression was 
employed to account for the variance in interval dependent variables, number of terms to 
degree, changes to college major, and college GP A. Linear regression can be used to 
establish that a set of independent variables explains the proportion ofvariance in a 
dependent variable at a significant level (Garson, 2009). In a linear regression, the 
findings will indicate an increase or decrease at a constant ratio to the predictor 
independent variables. For this study, the predicted or dependent values for the regression 
analyses were numerically coded as "1" for arts magnet high schools and "2" for 
traditional high schools. The following section presents the results from the analytical 
procedures. 
Findings for Research Question 1 
H1 : Is there a difference in college readiness (as measured in high school GP A, 
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SAT, and ACT [ APTZ]) between the graduates of arts magnet high schools and 
traditional high schools? 
H0 : There is no difference in high school GP A and SAT and ACT scores 
(APTZ) between the graduates of arts magnet high schools and traditional high 
schools. 
To test this hypothesis, an independent groups Student's t test was conducted to compare 
means scores between groups. The mean levels ofhigh school GPA and SAT and ACT 
scores (APTZ) were compared across the total research sample representing the two high 
school types, arts magnet and traditional, both baccalaureate completers and non-
completers. 
Descriptive Data for College Readiness 
Table 4 provides a comparison of completers and non-completers in the research 
sample. Arts magnet high school graduates had higher high school GPA (M = 3.506, SD 
= .546) over traditional high school graduates (M = 3.486, SD = .539). Traditional high 
school students scored higher on standardized achievement scores, APTZ (M = -.0274, 
SD = .997) versus arts magnet high school graduates, APTZ (M = -.1049, SD = .991). 
Table 4 
Mean and Standard Deviation Comparisons of College Readiness 
High school type 
Arts magnet HS Traditional HS Student's t test 
n M SD n M SD t df 7J 
High school GPA1 3,883 3.506 .546 5,080 3.486 .539 1.714 8,297 .087 
APTZ score2 3,883 -.1049 .992 5,078 -.0274 .997 -3.659 8,375 .000 
Note. 111 = .018. 211 = .039. All p-values are for two-tailed alternatives. 
113 
Student's t Test 
Based upon an independent groups Student's t test comparison of the total 
population, high school GP A did not differ significantly for arts magnet and traditional 
high school graduates (p = .087). However, for APTZ scores there was a statistically 
significant difference for the scores of graduates of traditional high schools exceeding 
those of magnet graduates (p < .001; see Table 4). Using Cohen's (1988) criteria, the 
effect size of .018 for high school GPA, and .039 for APTZ associated with this 
difference, was small in each case. The null hypothesis in this study is rejected as to SAT 
and ACT (APTZ) scores; there is a difference in college readiness as measured in 
achievement scores (APTZ) by high school type. The null hypothesis for high school 
GPA was not rejected; there was not a statistically significant difference in high school 
GP A by high school type. 
Correlation Analysis of Operational Variables High school GPA, SAT and ACT/APTZ 
A Pearson's correlation analysis of the operational variables indicated that high 
school GPA, and aptitude (derived from achievement scores of SAT and ACT [APTZ]) 
were moderately correlated as indicators of college readiness (r = .497, p < . 00 1). 
Logistic Regression Analyses Predicting College Readiness 
College readiness, as a variable in the present study, represents the college 
preparatory experience in high school, or a threshold to a successful college completion 
to degree. All of the high school graduates in the research sample were above average 
students, having met and been accepted by the admissions committees of the various SUS 
institutions. There is a representation in each of the 11 SUS institutions by the students in 
this research sample. In this study, logistic regression is used to predict the odds of 
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successful college completion to degree on the basis of high school grade point average 
and achievement scores; the prediction is yes or no. For Research Question 1, the variable 
college success was created, as measured in college GPA of 3.0 or better and the award 
of a baccalaureate degree, which represents whether or not the student experienced a 
successful college completion path and was college-ready. The analysis addressed the 
following question: 
Does high school GPA, SAT and ACT scores (APTZ) and high school type, 
predict the probability of college readiness, defined as college success measured 
in the completion of a baccalaureate degree and college GPA 2: 3.0? 
The results of the logistic regression analysis predicting for achievement scores (APTZ) 
and grade point average (GPA) in high school based upon high school type are presented 
in Table 5. For purposes of this research question, college readiness is measured in 
college success as demonstrated by completion of a baccalaureate degree and attaining a 
final college GPA of3.0 or better. A test of the predictive model versus a model of the 
null hypothesis was statistically significant for high school GPA (WaldX2 = 891.564,p < 
.001) and APTZ (WaldX2 = 64.540,p < .001). High school type was not a significant 
predictor of college readiness (p = .169). The goodness-of-fit for the model against actual 
outcomes was assessed using the Hosmer and Lemeshow Test. The Hosmer and 
Lemeshow Test yielded a chi-square of 19.007 and was statistically significant (p = .015), 
indicating that the null hypothesis was rejected, or that the model is significantly different 
from observed values. The Omnibus test of model coefficients showed a chi-square of 
1832.839 (p = .000), a finding of significance that at least one ofthe independent 
variables is significantly related to the response variable. The model's strength of 
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association, represented by the pseudo R2 measures, leads us to tentatively conclude that 
between 18.5% (Cox & Snell) and 25.6% (Nagelkerke) of the prediction is explained by 
the variables high school GP A and APTZ. 
Table 5 
Logistic Regression Predicting College Readiness (Baccalaureate Degree and 
College GPA 2: 3.0) by High School GPA, APTZ Score, and High School Type 
B S.E. Wald df Sig. Exp(~) 95.0% C.I. for EXP(~) 
Lower U_Q_Qer 
HSGPA 1.780 .060 891.564 1 .000 5.933 5.278 6.668 
APTZ .232 .029 64.540 1 .000 1.261 1.191 1.334 
HS type -.069 .050 1.887 1 .169 .933 .846 1.030 
Constant -6.979 .217 1035.181 1 .000 .001 
Note: n = 8,967. Exp(f3) refers to the estimated odds ratio. * p < .05. ** p < .01. 
To assess the effect of each of the individual predictors, the Wald chi-square 
statistic, which is a measure of statistical significance of individual regression 
coefficients, was examined. Table 5 shows the logistic regression coefficient, Wald test, 
and odds ratio for each of the predictors. For variables found to be statistically 
significant, the odds ratio, a measure of effect size, is reported (Pampel, 2000). An odds 
ratio greater than one indicates increased probability of an event, in this case, higher level 
high school GPA, ACT and SAT scores (APTZ), whereas an odds ratio less than one 
indicates decreased the probability of an event. For every one unit increase in High 
School GPA [EXP(~) = 5.933], the odds of college readiness increase by a factor of 
4.933. For every one standard deviation increase in APTZ achievement scores [EXP(~) = 
1.261 ], the odds of college readiness increase by a factor of 26.1 %. 
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After controlling for high school GPA and APTZ, the odds ofhigh school type 1 
(arts magnet high school) was not a statistically significant predictor of college readiness 
(p = .169). High school GP A was a statistically significant predictor of college readiness 
(p < .001) and aptitude scores were statistically significant predictors of college 
readiness, APTZ (p < .001). 
Figure 8 (Appendix E) is the logistic regression classification plot of the 
relationship of high school GP A, APTZ scores, and high school type predicting college 
readiness. Classification Table 6 indicates the degree to which predicted probabilities 
agree with actual outcomes; the results indicate that the overall percentage 
of correct predictions for the current model was 72.8%, whereas the percentage of correct 
predictions for the null model was 65.5%. 
Table 6 
Classification Table for College Readiness Predicted by HS GPA, SAT and ACT 
(APTZ), and High School Type 
Observed 
College readiness 
Predicted 
No Yes 
No 5,117 754 
Yes 1,686 1,400 
Percentage correct 
87.2 
45.4 
Overall percentage 72.8 
Note. 6,517 of the cases were correctly classified. 
The graphic classification plot depicted that college readiness defined as earning a 
baccalaureate degree and college GPA 2: 3.0, and measured in operational variables of 
high school GPA, SAT and ACT (APTZ) scores, is correctly predicted at 72.8%. The 
incorrect predictions were for 2,440 students. The classification plot at Figure 8 
(Appendix E) indicates "No" predictions to the left of midpoint (.5) and "Yes" 
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predictions to the right and suggests a successful prediction over the null model. High 
school GPA and SAT and ACT achievement scores (APTZ) were found to be statistically 
significant predictors of a college readiness (p < .001 ). 
Summmy of Data Relative to Research Question 1 
Independent groups Student's t tests confirmed a statistically significant 
difference in achievement scores (APTZ) for traditional high school graduates but not in 
high school GP A. Comparisons show a slightly higher high school GP A for arts magnet 
high school graduates but a slightly higher SAT and ACT standardized scores (APTZ) for 
traditional high school graduates. Pearson's r correlation indicated a moderate correlation 
of APTZ scores and high school GPA to college readiness (.497). 
In the logistic regression analysis, even after controlling for high school GP A and 
APTZ, high school type was not a statistically significant predictor of college readiness 
(p = .169). However, both high school GPA and SAT and ACT (APTZ) were statistically 
significant predictors of college readiness (p < .001). Figure 9 (see Appendix F) indicates 
the predictive results for the logistic regression findings for Research Question 1 of this 
study. The logistic regression model indicated that high school GPA, SAT and ACT 
scores (APTZ) predict college readiness as measured in the award of a baccalaureate 
degree and college GPA 2:3.0 with 72.8% accuracy. 
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Findings for Research Question 2 
H1: Is there a difference in terms to college degree (measured in the semesters to 
college degree) between graduates of arts magnet high schools and traditional 
high schools? 
Ho : There is no difference in terms to college degree (measured in the semester 
terms to college degree) by high school type. 
Descriptive Data for Terms to College Degree 
Table 7 is a comparison presentation of terms to college degree. as measured in 
number of terms to degree as well as the degree level attained by high school type. 
Table 7 
Comparison and Student's t Test for Number of Terms to Degree 
High School Type 
Arts magnet HS Traditional HS Student's t test 
M n W M n W t df p 
1,851 - 2,326 
6.42 44 2.172 6.25 46 2.172 
No degree 
Associates 
Bachelors 8.92 1,988 1.405 8.94 2,707 1.387 -.781 4,322 .435 
Note: 11 = .011 
Of the 8,967 students in the research sample that enrolled in an SUS institution, 4,790 
(54.5 %) earned a college degree within the 6 years ofthis study (M= 8.92, SD = 1.482 
for arts magnet students compared toM= 8.94, SD = .387 for traditional students). 
Student's t Test 
An independent groups Student's t test was used to compare the mean Number of 
terms to degree of the research subsample of completers to college degree (Table 7). 
Among completers, the t test of number of terms to degree did not differ significantly for 
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arts magnet and traditional high school graduates (p = .435). Using Cohen's (1988) 
criteria, the eta effect size of .011 associated with this difference in number of terms to 
degree was small. Based upon the results of the t test, we fail to reject the null hypothesis 
in Research Question 2; there is no statistically significant difference in the number of 
terms to degree by high school type. 
Linear Regression Analyses Predicting Terms to College Degree 
Linear regression is a statistical technique that is employed to account for, or 
predict, the variance in an interval dependent variable which, for this research question is 
the number of terms to college degree. It is important that the linear regression model as 
framed can establish the relative predictive value of the independent variable to "explain" 
the proportion of variance in dependent variables. For appropriate reporting of a 
regression model, however, one must address the major assumptions of linearity, lack of 
high multicollinearity, the normal distribution of error, and analysis of residuals (Garson, 
2009). The findings from a linear regression model were used to construct a prediction 
useful for further analysis of the following research question: 
Is high school type a predictor of terms to college degree, as measured in 
number of terms to degree? 
For completers, a linear regression was performed between the dependent 
variable, Number of terms to degree, and independent variables, high school GPA, SAT 
and ACT( as APTZ), and high school type. For this prediction, number of terms to degree 
was defined as eight semesters to the award of a bachelor's degree. The Kolmogorov-
Smimov test of normality suggested significance (p < .001) (i.e., that an elevated 
likelihood of a finding ofnon-normality exists). Figure 9 (Appendix F) is a graphic of 
boxplots comparing number of terms to college degree by high school type. 
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Regression analysis indicated that the model significantly predicted the number of 
terms to degree, F(3B, 4,784w) = 251.773,p < .001. R2 for the model was .074, and 
adjusted R2 was .073 indicating that with scores < .90 multicollinearity was not a problem 
in this model. Therefore, 7.4% variance in number of terms to college degree is explained 
by high school GP A, APTZ, and high school type. Table 8 displays the regression 
coefficients (B), intercept, and standardized regression coefficients (~) for each variable. 
The linear regression analysis indicated that high school type was not a statistically 
significant predictor of terms to college degree (B = .039,p = .344). High school GPA 
was a statistically significant predictor of terms to college degree (Beta= -.167,p < .001) 
followed by APTZ scores (Beta= -.146,p < .001). 
Table 8 
Linear Regression Predicting Terms to Degree by High School Type for 
Completers 
B Std. Error Beta t 
(Constant) 10.598 .183 57.761 .000 
HSGPA -.478 .046 -.167 -10.324 .000 
APTZ -.214 .024 -.146 -9.012 .000 
High school Type .039 .041 .013 .947 .344 
Note. n = 4,788. Dependent variable: Number of terms to degree. R 2 = .074. p < .05. 
After controlling for high school GP A and APTZ, the expected number of terms 
to degree was higher for high school type 1 (arts magnet high schools) by 0.039 points 
which may be indicative of the effect of outliers. This difference was not statistically 
significant (t = .947, p = .344). For every one-point increase in high school GPA, the 
expected number of terms to degree decreases by 0.478 (t = -10.324, ,p < .001). For 
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every one-unit increase in APTZ, the expected number of terms to degree decreases by 
0.214 (t = -9.012,p < .001). 
Linear regressions are distorted easily by outliers. Gallet al. (2003) defined an 
outlier as an individual whose score differs markedly from the scores obtained by other 
members of the sample. Therefore, several students taking 12 or more semesters to 
graduate can have more influence than one hundred recording eight semesters to 
graduation. To test these legitimate outlier effects, the linear regression was conducted a 
second time by computing a Windsorized or "trimmed" mean, for which the highest and 
lowest observations are temporarily censored from the remaining data (Malthouse, 2001). 
Table 9 indicates that after trimming outliers, in a linear regression model the expected 
number of terms to college degree was higher for high school type 1 (arts magnet high 
schools) by 0.044 points. Moreover, the Windsorized linear regression analysis indicated 
that high school type was not a statistically significant predictor of Number of Terms to 
college degree (p = .289). 
Table 9 
Linear Regression with Windsorized Outliers Predicting Terms to Degree by High 
School Type for Completers 
B error Beta t Sig. 
(Constant) 10.564 .183 57.689 .000 
HSGPA -.470 .046 -.165 -10.186 .000 
APTZ -.215 .024 -.147 -9.089 .000 
High school type .044 .041 .015 1.060 .289 
Note. N = 4,785. Dependent variable: Number of terms to degree. R 2 = .074. p < .05. 
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Summmy of Data Relative to Research Question 2 
An independent groups Student's t test of means comparison indicated there was 
no statistically significant difference in the number of terms to college degree by high 
school type. Measures of comparison confirmed little variance in number of terms to 
degree by high school type. After controlling for high school GP A and APTZ, in a linear 
regression model the expected number of terms to degree was higher for high school type 
1 (arts magnet high schools) by 0.039 semesters. Linear regression findings indicate that 
high school GP A and APTZ scores are statistically significant indicators of number of 
terms to college degree. High school type was not a statistically significant predictor of 
number of terms to college degree (p = .344). 
Findings for Research Question 3 
H1: Is there a difference in changes in major (measured in the number of major 
changes to college degree) between graduates of arts magnet high schools and 
traditional high schools? 
H0 : There is no difference in changes to major by high school type. 
An independent groups Student's t test was used to compare the mean changes to 
college major of the research sample as they completed to college degree through the 6 
years ofthe present study. 
Descriptive Data for College Major Enrollment 
Table 10 details a comparison of arts magnet high school graduates and traditional 
high school graduates based upon college major first recorded at an SUS institution. 
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Table 10 
College Major by CIP Code and High School Type. 
Arts Traditional Total 
CIP Discipline n % n % n % 
00 Unknown 27 (7.2) 329 (6.5) 608 (6.8) 
01 Agriculture 1 (0.5) 12 (0.2) 31 (0.3) 
02 Agricultural sciences 1 (0.3) 10 (0.2) 23 (0.3) 
03 Natural resources, Conservation 8 (0.2) 13 (0.3) 21 (0.2) 
04 Architecture 2 (0.5) 33 (0.6) 53 (0.6) 
05 Area, ethnic, cultural gender 8 (0.2) 8 (0.2) 16 (0.2) 
09 Communication, journalism 2 (6.3) 314 (6.2) 560 (6.2) 
11 Computer and information svcs 1 (2.6) 157 (3.1) 258 (2.9) 
13 Education 2 (6.4) 317 (6.2) 567 (6.3) 
14 Engineering 1 (4.5) 311 (6.1) 487 (5.4) 
15 Engineering technology 1 (0.4) 26 (0.5) 41 (0.5) 
16 Foreign languages, literature 2 (0.7) 32 (0.6) 60 (0.7) 
19 Family and consumer 6 (1.6) 104 (2.0) 167 (1.9) 
22 Legal professions 1 (0.3) 18 (0.4) 28 (0.3) 
23 English language, literature 1 (3.8) 198 (3.9) 346 (3.9) 
24 Liberal arts and humanities 2 (6.0) 305 (6.0) 539 (6.0) 
25 Library, information svcs 1 (0.0) 1 (0.0) 2 (0.0) 
26 Biological & biomedical science 1 (4.7) 285 (5.6) 467 (5.2) 
27 Mathematics and statistics 1 (0.4) 16 (0.3) 32 (0.4) 
30 Interdisciplinary study 6 (1.6) 84 (1.7) 148 (1.7) 
31 Park, recreation, leisure, fitness 2 (0.7) 24 (0.5) 52 (0.6) 
38 Philosophy and religious studies 2 (0.7) 26 (0.5) 53 (0.6) 
40 Physical sciences 3 (1.0) 61 (1.2) 99· (1.1) 
42 Psychology 2 (5.8) 291 (5.7) 516 (5.8) 
43 Security and protective services 1 (3.0) 195 (3.8) 310 (3.5) 
44 Public administration, social svcs 2 (0.6) 33 (0.6) 55 (0.6) 
45 Social sciences 3 (7.7) 416 (8.2) 717 (8.0) 
50 Visual and performing arts 4 (10.4) 195 (3.8) 598 (6.7) 
51 Health professions 2 (5.3) 253 (5.0) 460 (5.1) 
52 Business, nonprofit, mgt, marketing 6 (16.0) 983 (19.3) 1,604 (17.9) 
54 History 1 (0.4} 32 (0.6} 49 (0.5} 
Total 32885 100. 52082 100.02 82967 100.0 
Note. From Morgan, R. L., and Hunt, E. S. (2000). 
Classification oflnstructional programs or CIP Codes was the coding scheme 
utilized for identifying the titles and descriptions of postsecondary instructional 
programs. The CIP is the accepted federal government statistical standard on instructional 
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program classifications (Morgan & Hunt, 2002). The most popular college major in this 
research sample was CIP Code 52, business, management and marketing, for both arts 
magnet high school graduates (16.0%, n = 621) and traditional high school graduates 
(19.3%, n = 983). The second most popular major for arts magnet high school students 
was performing and visual arts, CIP Code 50 (10.4%, n = 403). The second most 
popular recorded major for traditional high school graduates and the third for arts magnet 
high school graduates was social sciences, CIP Code 45. The next largest percentage in 
both high school types was students with no declaration of a major course of study, CIP 
Code 0, arts magnet high school graduates (7.2%, n = 279) and traditional high school 
graduates (6.5%, n = 329). 
Student's t Test 
For the total research sample, an independent samples Student's t test results 
shown at Table 11 indicated that the number of changes to college major differed 
significantly by type high school (p = .030) in that the arts magnet graduate was less 
likely to change college major. Using Cohen's (1988) criteria, the effect size of number 
of changes to college major at .023 associated with this difference is small. The null 
hypothesis was rejected; there is a statistically significant difference in college major 
changes by high school type. 
Table 11 
Comparison and Student's t Test of Change in College Major 
and High School Type 
Arts magnet Traditional Student's t test 
M N SDMnSD t df Sig. 
Number of Changes 1.93 3,885 .962 1.98 5,082 .961 -2.16 8,351 .030 
Note. p < .05. **p < .01. Equal variances are not assumed. 11 = .023 
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Descriptive Data on Arts Magnet High School Graduates and College Major 
Table 12 is a comparison of the top ten undergraduate college majors by the arts 
magnet high school students in this research sample compared to the published reports of 
most popular college majors by the State University System of Florida. Arts magnet first 
time in college (FTIC) students, like the majority of new Florida SUS enrollment, chose a 
business college major but their second most popular major was the visual and 
performing Arts. Arts magnet-prepared students selected careers in social science as their 
third most popular college major, followed by education as the fourth choice of college 
major. Arts magnet high school students were under-represented in computer and 
information sciences, mathematics, interdisciplinary sciences, foreign languages, and 
biological sciences. 
Table 12 
Top Ten Undergraduate College Majors by Enrollment 
CIP Major area 
52 Business, nonprofit, management, 
50 Visual and performing arts 
45 Social sciences 
42 Psychology 
09 Communication, journalism 
24 Liberal arts and humanities 
13 Education 
51 Health professions 
14 Engineering 
26 Biological and biomedical sciences 
23 English language and literature/letters 
30 Interdisciplinary study 
43 Security and protective services 
Arts 
1 
2 
3 
7 
4 
6 
5 
8 
10 
9 
sus 
1 
9 
4 
7 
8 
3 
2 
5 
6 
10 
Note. From Florida Board of Governors. (2008). State University System of Florida fact books. 
Retrieved January 2, 2009, from 
http://www. flbog. org/resources/ doc/factbooks/ guickfacts/SUSQuickF acts .xls. 
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Table 13 is a listing of the number of times changes were made to college major 
by high school type in this study. Among arts magnet graduates, 431 students had no 
changes to their major at enrollment (21.2%) compared to 492 traditional high school 
graduates (17.9%). Traditional high school graduates were more likely to change their 
major two, three, and four times compared to the changes of arts magnet high school 
graduates. 
Table 13 
Number of Changes to College Major by High School Type 
Arts magnet high Traditional high Total 
Number of recorded 
major changes 
n 00 n 00 n 00 
0 431 (21.2) 492 (17.9) 923 (19.3) 
1 850 (41.8) 1,196 (43.4) 2,046 (42.7) 
2 564 (27.7) 773 (28.0) 1,337 (27.9) 
3 153 (7.3) 251 (9.1) 404 (8.4) 
4 30 (1.5) 40 (1.5) 70 (1.5) 
5 6 (0.3) 4 (0.1) 10 (0.2) 
Total 2,034 (100.0) 2,756 (100.0) 4,790 (1 00.0) 
Linear Regression Analyses Predicting Change in Major 
Linear regression is designed to illuminate the relationship or connection that 
exists of one variable upon another variable (Huck, 2008). Because regression is utilized 
to predict scores on one variable based upon information regarding another variable, 
linear regression is an appropriate statistical test to investigate, based upon high school 
type, the number of recorded changes to college major predicted to be made during the 6 
years of this study. The following prediction was tested through linear regression 
analysis: 
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Does High School Type predict Changes in College Major Measured in No 
Changes to College Major for the College Student? 
A linear regression analysis was performed for the dependent variable, change in 
major, and independent variables, high school GPA, APTZ, and high school type. 
Assumptions were tested for violation of normality, linearity, or homoscedascity of 
residuals. Collinearity was not a problem as no Pearson's correlations were greater than 
.70. Regression analysis indicated that the model significantly predicted change in 
college major, F (3B, 8,953w) = 21.832,p < .001. The predictors explained a small 
amount of the variance in that R2 for the model was .007, and the adjusted R2 was .007. 
Table 14 displays the unstandardized regression coefficients (B), intercept, and 
standardized regression coefficients (~) for each variable. 
Table 14 
Linear Regression Predicting Change in Major by High School 
B Std. error Beta t Sig. 
(Constant) 1.302 .084 15.497 .000 
HSGPA .165 .022 .093 7.672 .000 
APTZ -.033 .012 -.034 -2.796 .005 
High school type .049 .020 .026 2.418 .016 
Note. N = 8,956. Dependent variable: Change in Major. R .007. p < .05. 
After controlling for high school GPA, the expected number of changes in major 
was higher for high school Type 1 (arts magnet high schools) by 0.049. This difference is 
statistically significant (t = 2.418, p = .0 16). For every one-point increase in high school 
GP A, the expected number of changes increases by 0.165 (t = 7 .672, p < .001 ). 
However, for every one point increase in APTZ, the expected number of college major 
changes decreases by .033 (t = -2.796, p = .005). Based upon these findings, it appears 
that all three variables explain a part of a student's decision to change college major 
during completion through college. 
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Upon careful examination of these outliers, it was determined that these outlying 
cases are important to identify and understand. Several students recording 6 or 7 majors 
can have more influence than one hundred recording one major. A chi-square test of 
independence indicated that the differences are statistically significant, X2 (145, n = 
4,790) = 6.450, p < .001. 
Summary of Data Relative to Research Question 3 
Results of the Student's t test indicated a statistically significant difference by 
high school type in the number of changes to college major in this research sample. A 
Student's t test of independence indicated that, for the present study, arts magnet high 
students were more likely to change their major in college than traditional high school 
students. A linear regression analysis confirmed that approximately . 7% of the variance 
in the decision to change college majors is explained by high school type, high school 
GP A, and APTZ achievement scores. After controlling for high school GP A, the findings 
of the linear regression indicate that the expected number of changes in major was higher 
for high school type 1 (arts magnet high schools) by 0.049. Because of the great variance 
in changes to college major, the linearregression findings may be the function of outliers 
in the research sample where the number of changes differs markedly across the sample. 
The greatest percentage of students that never changed their recorded major and 
completed to that college degree were CIP 4: architecture (59.1 %), CIP 2: agricultural 
sciences (42.9%), and CIP 50: visual and performing arts (42.2%). At the opposite 
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extreme are outliers of students who change their recorded major more than five times 
which are CIP 16: foreign languages (2.4% ), CIP 11: computer sciences (1. 7% ), and CIP 
24: liberal arts (0.8%). The most popular recorded college major and degree awarded, 
CIP 52: business, marketing and non profit, included 9.3% of the students who declared 
the discipline upon enrollment and did not change through their completion to degree. 
Findings for Research Question 4 
H1: Is there a difference in college GPA between graduates of arts magnet high 
schools and traditional high schools? 
H0 : There is no difference in college GP A for degree completers between arts 
magnet high school graduates and traditional high school graduates in this study. 
To test this hypothesis, the college GPA was compared across the completer group in an 
independent samples t test and college GP A was predicted by linear regression analysis. 
Descriptive Data for College GPA 
Table 15 is a chart of comparison for college GP A by high school type which 
indicates little difference in college GPA by high school type. College GPA for arts 
magnet high school graduates averaged slightly higher (M = 3.148, SD = .543) than the 
College GPA of traditional high school students (M = 3.146, SD = .505). 
Table 15 
Comparison of College GPAfor Completers by High School Type 
High school tvpe 
Arts magnet HS Traditional HS t test 
M N SD M n SD t elf p 
College GPA 3.148 2,034 .543 3.146 2,756 .505 .1454 4,189 .885 
Note: 11 = .002 
Student's t Test 
The independent samples t test results indicated that, for the completers of a 
college degree, college GP A did not differ significantly for arts magnet and traditional 
high school graduates (p = .885). The null hypothesis was not rejected. 
Linear Regression Analyses Predicting College GPA 
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Because linear regression is employed to predict an interval dependent variable 
based upon independent variables, a prediction of college GP A based upon high school 
type and high school performance would be important to college admissions officers and 
decision-makers in a high school graduate's future. For purposes of Research Question 4, 
a linear regression model predicting college GP A was analyzed in two approaches to 
confirm the consistency of results. For the first linear regression model, the dependent 
variable college GP A included the actual college GP A scores of students in the research 
sample. The second linear regression model raised the standard of college GP A to be 
defined as the college student who completes the postsecondary path through the SUS 
with a college GPA of 3.0 or better and the award of a baccalaureate degree, a variable 
college success. 
The first linear regression model was used to construct a prediction of college 
GP A based upon actual college grade point average: 
Does high school type predict college GP A measured in completion of a 
baccalaureate degree and a college GPA of 3.0 or better? 
Linear regression analysis predicted actual value of the college GP A based upon 
the independent variables high school GPA, ATPZ scores, and high school type. For 
completers, the linear regression analysis indicated that high school GP A and APTZ 
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predicted College GPA, F (3B, 4,784w) = 393.020,p < .001. R 2 for the model was .198 
and the adjusted R 2 was .197. Table 16 displays the unstandardized regression 
coefficients (B), intercept, and standardized regression coefficients (p) for each variable. 
Table 16 
Linear Regression Predicting College GP A by High School GP A, APTZ Scores 
and High School Type 
B Std. error Beta t Sig. 
(Constant) 1.753 .061 28.754 .000 
HSGPA .379 .015 .371 24.667 .000 
APTZ .063 .008 .121 8.012 .000 
High school type .000 .014 .000 -.014 .989 
Note. N= 4,787. Dependent variable: college GPA. R 2 = .197. p < .05. 
For completers, college GP A was regressed on high school GP A and APTZ 
scores and these two predictors accounted for approximately 19.8% of the variance in 
college GP A (R2 = .198). After controlling for high school GPA and APTZ, the expected 
college GP A was no different for graduates of high school type 1 (arts magnet high 
schools) and high school type 2 (traditional high schools); the difference was not 
statistically significant (p = .989). High school GPA (B = .379,p < .001) and APTZ 
scores (B = .063,p < .001) each significantly predicted college GPA. For every unit 
increase in high school GPA, college GPA increased by a factor of .379; and for every 
unit increase in APTZ, college GPA increased by a factor of .063. No violations of 
linearity or homoscedasticity of outlier residuals were detected. Figure 10 (Appendix G) 
is a graphic ofboxplots comparing college GPA by high school type. 
For the total research sample, a linear regression of college GP A was conducted 
for the dependent variable college success, where college GP A was defined as college 
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GP A equal to or better than 3.0 and the award of a baccalaureate degree. Independent 
variables were high school type, high school GP A, and APTZ. Dependent variable 
predictors accounted for approximately 39.9% of the variance in college GPA (R2 = 
. 198). Table 17 displays the linear regression coefficients for each variable. After 
controlling for high school GP A and APTZ, the expected college GP A was higher for 
graduates ofhigh school type 1 (arts magnet high schools) by 0.011; the difference was 
not significant (p = .224). High school GPA (B = .328,p < .001) and APTZ scores (B = 
.048, p < .001) each significantly predicted college GP A. For every unit increase in high 
school GPA, College GPA increased by a factor of .328; and for every unit increase in 
APTZ, college GPA increased by a factor of .048. 
Table 17 
Linear Regression Predicting College Success by High School GP A, APTZ Scores 
and High School Type 
B error Beta t Sig. 
(Constant) -.815 .038 -21.685 .000 
HSGPA .328 .010 .374 34.022 .000 
APTZ .048 .005 .100 9.100 .000 
High school type .011 .009 .012 1.216 .224 
Note. N = 8,956. Dependent variable: college success. R 2 = .399. p < .05. 
Summary of Data Relative to Research Question 4 
In an independent samples t test among completers, the variable college GP A did 
not differ significantly by high school type. On average, both completer and non-
completer arts magnet high school students earned a slightly higher GP A than 
comparable traditional high school students. Findings from two alternative linear 
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regression analyses provide consistent conclusions with respect to high school type: High 
school type is not a statistically significant predictor of college GP A for the total research 
sample (R2 = .187) or for the completers (R2 = .198) in the sample. 
Findings for Research Question 5 
H1: Among Completers, is type of degree awarded predicted by the type of high 
school attended? 
Ho : There is no difference in type of college degree awarded by high school type. 
To test the null hypothesis, a chi-square test of independence was conducted to detect 
differences in type of college degree awarded by high school type. 
Description of Degree Awards 
Table 18 details the type of degree awarded in this research sample by percentage 
within type of high school. Both arts magnet and traditional high school graduates were 
most likely to graduate with a degree in business: 19.0% (n = 387) of the arts magnet 
graduates and 22.6% (n = 624) of the traditional high school graduates. However, a 
statistically significant difference was apparent in the subsequent types of degrees 
awarded by high school type. For arts magnet high school graduates, the second most 
popular degree was visual and performing arts (10.5%, n = 213), and third was social 
sciences (1 0.1 %, n = 206). The second most popular degree earned for traditional high 
school graduates was social sciences (11.0%, n = 304), and third was communications 
(7.1%, n = 197). 
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Table 18 
Type of Degree Awarded by High School Type 
% within 
Arts magnet 
01 Agriculture 15 (0.7) 10 (0.4) 25 (0.5) 
02 Agricultural Science 5 (0.2) 6 (0.2) 11 (0.2) 
03 ~aturalFlesources 5 (0.2) 10 (0.4) 15 (0.3) 
04 Architecture 8 (0.4) 14 (0.5) 22 (0.5) 
05 Cultural, ethnic 5 (0.2) 5 (0.2) 10 (0.2) 
09 Communication 146 (7.2) 197 (7.1) 343 (7.2) 
11 Computer 44 (2.2) 71 (2.6) 115 (2.4) 
13 Education 132 (6.5) 187 (6.8) 319 (6.7) 
14 Engineering 77 (3.8) 165 (6.0) 242 (5.1) 
15 Engineering tech 10 (0.5) 16 (0.6) 26 (0.5) 
16 Foreign languages, 22 (1.1) 25 (0.9) 47 (1.0) 
19 Family, consumer 50 (2.5) 87 (3.2) 137 (2.9) 
22 Legal professions 4 (0.3) 14 (0.5) 21 (0.4) 
23 English language 109 (5.4) 140 (5.1) 249 (5.2) 
24 Liberal arts 101 (5.0) 106 (3.8) 207 (4.3) 
25 Library information (0.0) (0.0) (0.0) 
26 Biological/biomedical 83 (4.1) 121 (4.4) 204 (4.3) 
27 Mathematics 8 (0.4) 4 (0.1) 12 (0.3) 
30 Interdisciplinary 7 (0.3) 12 (0.4) 19 (0.4) 
31 Parks, recreation, 22 (1.1) 18 (0.7) 40 (0.4) 
38 Philosophy, religious 18 (0.9) 18 (0.7) 36 (0.8) 
40 Physical sciences 17 (0.8) 31 (1.1) 48 (1.0) 
42 Psychology 141 (6.9) 183 (6.6) 324 (6.8) 
43 Security, protective 63 (3.1) 109 (4.0) 172 (3.6) 
44 Public admin 15 (0.7) 23 (0.8) 38 (0.8) 
45 Social sciences 206 (10.1 304 (11.0 510 (10.6) 
50 Arts 213 (10.5 96 (3.5) 309 (6.5) 
51 Health professions 109 (5.4) 139 (5.0) 248 (5.2) 
52 Business, nonprofit 387 (19.0 624 (22.6 1,011 (21.1) 
54 History 9 (0.42 21 {0.82 30 {0.62 
Total/percent of total 2,034 (42.5) 2,756 (57.5) 4,790 (100.0) 
Chi-square Test of Independence 
A chi-square test of independence indicated that for type of college degree 
awarded there was a statistically significant difference between arts magnet high school 
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graduates and traditional high school graduates, X2 (28, N = 4,790) = 1.326,p < .001. As 
a result, the null hypothesis was rejected. 
Summary of Data Relative to Research Question 5 
A chi-square test of independence indicated that there was a statistically 
significant difference in type of college degree awarded for arts magnet high school 
graduates. Among completers, a comparison of college major declared at enrollment in 
an SUS institution to degree awarded within the 6 years of this study suggested the 
greatest percentage of students who persisted in enrollment-to-degree chose majors in 
business, social sciences, communication, education, and visual and performing arts. Arts 
magnet high school graduates persisted from enrollment-to-degree major in fields of 
business, visual and performing arts, social sciences and communication. Traditional high 
school students persisted from enrollment-to-degree major in business, social sciences, 
communication, and education. 
Arts magnet high school graduates that declared visual and performing arts as 
their major upon initial matriculation were more likely to stay with that major to degree 
award than traditional high school graduates and other arts magnet graduates who chose 
other majors. 
Conclusion 
The purpose of the present exploratmy study was to examine the differences 
between graduates of 15 atis magnet high schools and the graduates of a randomly-
selected sample of 15 traditional high schools in their college readiness and 
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postsecondmy academic experience. Chapter 4 presented the analysis of student level 
data for this study which compared the 6-year college completion to degree of arts 
magnet high school graduates and traditional high school graduates on variables of 
college readiness, tetms to college degree, changes in major, and type of college degree 
eamed. 
Chapter 5 presents a discussion of the findings and limitations of this study and 
the implications of those findings and their relationship to the existing empirical 
knowledge base. The chapter concludes with considerations for policy makers and for 
educational leaders, and suggests recommendations for future research. 
Chapter V: Discussion, Implications, Recommendations, and Conclusions 
Introduction 
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As educators, policymakers, and community members we want children to 
achieve and succeed in school. The findings of this study add to the knowledge base of 
current research and may inform policy makers and educational leaders charged with 
developing secondary schools that efficiently, equitably, and innovatively serve 
communities, parents, and their children. 
The purpose of the present exploratory study was to examine the effectiveness of 
arts magnet high schools in readying graduates for their college experience. This research 
investigated whether there is a difference between mts magnet graduates and traditional 
public high school graduates in the college preparation skills acquired in high school as 
demonstrated in measures of college readiness, tenns to college degree, changes to 
college major, college GPA, and the type of baccalaureate degree awarded. A 
retrospective examination was conducted of the 6-year college completion of four cohorts 
of arts magnet high school graduates and a comparison group of traditional public high 
school graduates. Disaggregate student data was obtained and analyzed to address five 
research questions. Aggregate school data was collected for each of the cohmt years to 
provide a profile of arts magnet high school quality indicators in comparison to their 
district profiles for those years. 
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Summary of Findings 
The findings of the present study were derived from an analysis using four 
dependent variables. This study found that on measures of college readiness high school 
grade point average did not differ significantly for atis magnet and traditional high school 
students; however, there was a statistically significant difference for traditional high 
school graduates presenting the highest APTZ scores (a derivative of combined 
ACT/SAT scores;p <.001). For te1ms to college degree, arts magnet high school 
graduates had fewer number of semester terms to college degree, although not to a 
statistically significant level (p = .435). The number of changes to college major 
indicated that a1is magnet graduates were significantly less likely to change their college 
major during matriculation to degree award (p = .030). Although atis magnet graduates 
earned a slightly higher college GP A than traditional high school graduates, this 
difference was not statistically significant (p = .885). 
A statistically significant difference was found from a chi-square test of 
independence in the type of college degree awarded (p < .001). Graduates ofboth high 
school types followed national trends in choosing business as the most popular college 
major. The significance lay in the second choice of college degree: after a business and 
marketing degree, for the majority of atis magnet graduates their second most popular 
degree award was in visual and perf01ming arts, and social sciences was their third most 
popular college degree. The majority oftraditional high school graduates were awarded a 
business and marketing degree, with the second most popular degree in social sciences, 
and communications as their third most popular degree. In the present study, atis magnet 
high school graduates choosing visual and performing atis majors were more likely to 
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stay in that major than both traditional high school graduates and arts magnet high school 
graduates choosing other majors. The finding of the linear regression that the expected 
number of changes to college major was higher by 0.049 for arts magnet high school 
graduates was mitigated by the presence of outliers on the predictive model. Outliers for 
this research question represented important points of discussion, i.e., students who 
enrolled in their college discipline and never changed and students who changed recorded 
majors more than 6 times. 
Organization of the Chapter 
Chapter 5 is organized into five sections. The first section summarizes the 
demographic characteristics of the research sample of high school graduates (N = 8,967). 
The second section identifies the findings of the five research questions. The third section 
discusses the implications of those findings in relationship to other empirical findings 
reported in the literature review and current practice. The limitations of the study are 
discussed next in the fourth section, followed by recommendations for policy, practice, 
and future research. 
Findings 
This research sample consisted of two subsamples, the graduates of 15 arts 
magnet high schools and a comparison group of graduates from 15 traditional public high 
school graduates. Five research questions, together with their operational variables, were 
framed for the purpose of determining differences in high school preparation for 
postsecondary experience: (a) Is there a difference in college readiness (as measured in 
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high school GPA, SAT, and ACT) between the graduates of atis magnet high schools and 
traditional high schools? (b) Is there a difference in number of terms to college degree 
(measured in the semester te1ms to college degree) between graduates of arts magnet high 
schools and traditional high schools? (c) Is there a difference in number of changes to 
college major (measured in the number of major changes to college degree) between 
graduates of alis magnet high schools and traditional high schools? (d) Is there a 
difference in college GP A (measured in the final college GP A) between graduates of arts 
magnet high schools and traditional high schools? (e) Is there a relationship between the 
type ofbaccalaureate degree earned and the type of high school attended? 
Demographic Characteristics of the Research Sample 
The total sample (N = 8,967) consisted of 3,385 (43.3%) alis magnet high school 
graduates and 5,082 (56.6%) traditional high school graduates. The research sample was 
identified as four coholis of graduates; each coholi represented a 6-year period from the 
date of high school graduation through completion to degree into the State University 
System (i.e., Coholi I as 2001-2007, Cohort II as 2000-2006, Coholi III as 1999-2005, 
and Cohort IV as 1998-2004). 
The Florida State University system has been in existence since 1905 as the 
statewide public university system. Today the system includes 11 institutions of higher 
education: 10 universities and one college. Students in the research sample of the present 
study, graduates of both atis magnet and traditional high schools, were represented in 
enrollment in every one of the 11 SUS institutions. The demographic characteristics of 
the total research sample (arts magnet high school graduates and traditional high school 
graduates) were comparable to state rep01is of enrollment and gender and etlmic 
representation of :first time in college pmiicipation in Florida's SUS institutions. 
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The ethnic profile of this research sample indicated that the most prevalent 
ethnicity was White (57.1 %, n = 5,085) followed by Black (18.6%, 11 = 1,653), Hispanic 
(18.1 %, 11 =1,614), Asian (5.6%, 11 = 496), and Native American (0.4%, 11 = 33). White, 
Asian, and Native American students had a greater percentage of completers in both arts 
magnet and traditional high school graduates, none of which was statistically different by 
type ofhigh school attended. By ethnicity, minorities represented 47.4% (11 = 1,826) of 
arts magnet research sample (11 = 3,846; see Table 1). Camara's (2005) study of 
predictors for college success projects that much of the growth in U.S. high school 
graduates and undergraduate postsecondary enrollment will come from racial and/or 
ethnic populations. In this research sample, the arts magnet high school graduates 
enrolled for the school years of 1998 to 2001 reflected a greater percentage of Hispanic 
and Black ethnicities in the student body than the comparison group. In 1998, 11.1% 
were Hispanic students (11 = 81). This increased to 23.5% (11 = 285) by Year 2001. Black 
students in 1998 represented 21.9% (n = 160) of arts magnet high school students which 
increased to 25.1% (n = 305) of the student population by Year 2001. The percentage of 
White students emolled at arts magnet high schools decreased between 1998 and 2001. In 
1998, White students represented 60.9% (n = 445) of the total emollment which fell to 
45.4% (11 = 551) by Year 2001 (Appendix B). 
Projections for Florida's ethnic participation in higher education anticipated the 
demographic reports of the present study. Today, White students are the majority in 
Florida K-12 schools (56%), but demographic shifts projected for Year 2018 estimate 
that White students will be the minority (40%). By 2018, Hispanic enrollment is 
projected to dramatically increase from 21% to 36%, and Black enrollment to decline 
from 20% to 18% (Florida Board of Govemors, 2007). 
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While gender was not a focus of the present study, it is interesting to note that 
females are over-represented in both groups. In the atis magnet high school sample, there 
were 61.0% (11 = 2,370) females compared to 39.0% males (11 = 1,515), and for traditional 
high school graduates: 55.4% females (11 = 2,814) and 44.6% males (11 = 2,267; see Table 
1). The arts magnet high school may represent college preparatory programs of greater 
interest to women. A finding of concem is that, within the 6-year parameters of the 
present study, Black and Hispanic female students in arts magnet high schools were more 
likely not to complete to a college degree. For Black females, 48.5% of the total research 
sample of arts magnet graduates did not complete a degree compared to 47.8% ofB1ack 
females in the comparison traditional schools; 19.4% Hispanic females did not complete 
compared to 16.8% who receive a college degree (see Table 3). From the demographic 
findings of this study, male graduates of arts magnet high schools are less likely to eam a 
bachelor's degree and more likely to not complete any degree. It is of significance to note 
that the greater percentage of Black male students in the arts magnet high school sample 
completed to a college degree (16.5%, 11 = 117) than Black male students in the 
traditional high school comparison group (9 .1 %, 11 = 1 00); see Table 2. This finding 
suggests that arts magnets are more successful than the traditional public high schools in 
their communities in achieving diversity in their student body and ultimately their 
college-going graduates. The strong representation of Black males is especially 
imp01iant, as educators and policymakers have long been concemed about because of 
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their high absenteeism, drop-out rates, and low representation of Black males among 
college matriculants and graduates. The study findings also might mitigate the objections 
described by Hanna (1994) and Shircliffe (2002) of the African American community to 
arts-focused schools as an alternative program associated with educational 
underachievement and schooling for children with social, emotional, and academic 
deficiencies. Overall, this demographic analysis provides strong evidence that Florida's 
alis magnet high schools are contributing significantly to federal and state diversity goals 
in education. 
Discussion of Findings for Research Question 1 
Is there a difference in college readiness (as measured in high school GPA, SAT, 
and ACT) between the graduates of arts magnet high schools and traditional high 
schools? 
For this study, Student's t tests indicated that, among completers in this research 
sample, high school GP A did not differ significantly for arts and traditional high school 
graduates (p = .087). However, SAT and ACT scores for traditional high school 
graduates were slightly higher; this difference was statistically significant (p < .001). 
There was not a statistically significant difference in high school GP A by high school 
type (p = .087). However, SAT and ACT values as APTZ (a standard scale derived from 
ACT and SAT scores) were higher for traditional high school graduates (M = -.0274, SD 
= .997) than for arts magnet high school graduates (M = -.1049, SD = .991). Measures of 
central tendency showed a higher high school GP A for arts magnet high school graduates 
(M= 3.5055, SD = .54634) compared to traditional high school graduates (M= 3.4856, 
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SD = .53912). Because of the effect size in these analyses, these findings lack practical 
significance (11 = .018 for high school GPA and 11 = .039 for APTZ). 
In a logistic regression analysis, high school type was not a statistically 
significant predictor of college readiness (p = .169). College readiness as measured by a 
criterion of college success which was defined as high school preparatory measures that 
resulted in earning a baccalaureate degree and a college GPA of 3.0 or better. For every 
one unit increase in high school GP A the odds of college readiness increased by a factor 
of 4.93; and for every one unit increase in SAT and ACT scores (APTZ) the odds of 
college readiness increased by .261. The logistic regression model indicated that high 
school GPA, SAT and ACT scores predict college readiness as measured in earning a 
baccalaureate degree and a college GPA 2': 3.0 with 72.8% accuracy. 
This finding is congruent with the literature on college readiness. "College 
admission test scores ... coupled with high school grades" are statistically good predictors 
of success in the freshman year of college (Lord, 2003, p. 20). Linn's (2005) study of 
college admissions criteria cites the prominent role that values of hard work and 
individual achievement play in applicant acceptance. In a society that places a premium 
on individual achievement and past accomplishments, success in high school, reflected in 
rigorous coursework, GP A and class rank, are the most widely used and most readily 
accepted academic measures in making admissions decisions. While academic grades 
provide no information about what students have actually learned, Adelman (2004) noted 
that they are the most accessible indicators of high school and undergraduate academic 
performance. Academic performance is typically measured by class rank, standardized 
test scores, and GP A. Adelman ( 1999) found that academic intensity of the high school 
curriculum, followed by 12th grade standardized test scores and, finally, class 
rank/academic GPA contribute most to long-term bachelor's degree completion. 
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In their synthesis of nearly 2,600 studies on the impact of college, Pascarelli and 
Terenzini (1991) recognized grade point average (GPA) as the most important predictor 
of college readiness and retention. Garton's (2005) 2-year study at the University of 
Missouri found high school GP A versus ACT scores to be a viable means of predicting 
degree completion; a linear regression found the best predictor of academic perfonnance 
at the postsecondary level was a combination of high school grade point average and 
ACT score; ACT score accounted for only 2% of the variance in academic perfonnance 
beyond the variance that could be accounted for by high school core GP A (34% ). 
In addition, educational researchers have found achievement scores to be 
important indicators of college readiness. In their studies of the validity of the SAT for 
college admission decisions, Camara (2005) and Kobrin, Camara, and Milewski (2002, as 
cited in Sternberg, 2005), found a substantial relationship between SAT and performance 
in college. However, the scores ranged differently across ethnic groups and showed 
moderate correlations with family income, suggesting that SAT scores may be a function, 
in part, of social class. The predictive effectiveness of the SAT was similar for different 
ethnic groups; but there were impmiant mean differences on the SAT for several of the 
etlmic samples. 
Discussion of Findings for Research Question 2 
Is there a difference in terms to college degree (measured in the semesters/terms 
to college degree) between graduates of arts magnet high schools ~md traditional 
high schools? 
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For the second research question, a Student's t test comparison of means indicated 
there was no statistically significant difference in Tenns to college degree as measured in 
the number of terms to college degree by high school type (p = .435). Measures of central 
tendency confi1med little variance in number of terms to bachelor's degree by high 
school type, but arts magnet high school graduates were slightly more efficient in their 
matriculation and completion to a degree (M = 8.92, SD = 2.172) versus the terms to 
college degree for traditional high school students (M = 8.94, SD = 1.387). Arts magnet 
high school graduates that declared visual and performing arts as their major upon initial 
matriculation were more likely to stay with that major to degree award than traditional 
high school graduates and other arts magnet graduates who chose other majors. 
A linear regression indicated that after controlling for high school GP A and APTZ, the 
expected number of terms to college degree was higher for arts magnet high school 
graduates. These findings were mitigated by the presence of outliers in the research 
sample. Further in the linear regression findings, high school GPA (p < .001) and SAT 
and ACT scores (APTZ) (p < .001) were the best predictors of number of terms to college 
degree. The model's strength of association, represented by the pseudo R2 measures, 
leads us to tentatively conclude that between 18.5% (Cox & Snell) and 25.6% 
(Nagelkerke) of the prediction is explained by the variables high school GPA and APTZ. 
Institutions enrolling students with the highest academic achievements have the 
highest rates of retention (Bean & Eaton, 2001). Astin and Osequera's study of 424 
higher education institutions concluded that "the pre-college characteristic that carries the 
most weight in estimating the student's chances of completing college is the high school 
GPA. Its unique predictive power is almost identical for both four-year and six-year 
completion" (2005, p. 256). Their research also concluded that degree completion is a 
complex phenomenon affected by a variety of pre-college demographic and personal 
characteristics. 
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In defining a successful college experience, Adelman (1999) noted that degree 
completion is the true bottom line for college administrators, state legislators, parents, 
and students-not retention to subsequent years, nor persistence without a degree, but 
completion and award of the college degree. The 6-year graduation rate for the 11 Florida 
SUS institutions is 61% (Florida Board ofGovemors, 2004b). Ofthe 8,967 students in 
the research sample of this study, 46.5% (n = 4,790) were awarded a bachelor's degree 
within 6 years. The greatest factors in time-to-degree are students' high school GPA, 
interruptions in attendance, and the major course of study pursued. Pascarella and 
Terenzini (2005) found that, with few exceptions, students majoring in the sciences, 
mathematics, and engineering and/or business or health-related professions are more 
likely to persist and eam bachelor's degrees than their peers with majors in the social 
sciences, humanities, or education. 
Discussion of Findings for Research Question 3 
Is there a difference in changes to major (measured in the number of changes to 
college major) between graduates of arts magnet high schools and traditional high 
schools? 
A Student's t test indicated the number of changes to college major by high 
school type was statistically significant (p = .030). The effect size of number of changes 
to college major at .023 associated with this difference is small. Arts magnet high school 
graduates were less likely to change their college major with traditional high school 
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graduates more likely to change majors two, three, and four times during their 6 years of 
completion to degree. In fact, the Florida Board ofGovemors (2004a) reported that 65% 
of the SUS 2002-2003 graduates changed majors at least once. Interestingly, both mis 
magnet and traditional high school graduates at enrollment i'ecorded business and 
marketing as their most popular major (17.9%). The second most popular recorded major 
was visual and performing arts for arts magnet high school graduates (10.4%) and social 
sciences for traditional high school graduates (8.2%). Social sciences was the third most 
recorded major for arts magnet high school graduates. A small percentage of students in 
both groups did not record a major at initial enrollment (7.2% arts magnet and 6.5% 
traditional high school graduates). A linear regression indicated that high school GP A, 
achievement scores (APTZ), and high school type were statistically significant predictors 
of change in college major (p < .001 ). The linear regression finding that the expected 
number of changes to college major was higher by 0.049 for mis magnet high school 
graduates was mitigated by the presence of outliers on the predictive model. Outliers for 
this research question represented important points of discussion, i.e., students who 
enrolled in their college discipline and never changed and students who changed recorded 
majors more than 6 times. Students that focused on one college major through completion 
of the degree were in the disciplines of architecture (59.1 %), agricultural sciences 
(42.9%), and visual and performing arts (42.2%). Only 9.3% of the students who never 
changed college major chose business, marketing and non profit management, the college 
degree most frequently awarded. The students who changed recorded college major more 
than five times were students matriculating in foreign languages (2.4%), computer 
sciences (1.7%), and liberal arts (0.8%). 
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Pascarella and Terenzini (2005) noted that the causal mechanisms for academic 
major choices and changes are obscure. Research findings reveal that college majors are 
arbitrarily affected by student abilities, career goals, and co111111itments, as well as 
conditions within the educational institution such as faculty interactions with students, 
grading practices, and peer relations which may be relevant to understanding career 
choices. A second explanation for the variation in findings relating to academic major 
and persistence to degree completion focuses on the measure of the societal and 
economic contexts, including salary expectations of occupations for which students are 
preparing. College major does have a number of significant links to the occupational 
structure of American society. Consequently, what the student majors in during college 
has potentially important implications for the occupation one chooses and the economic 
rewards realized from employment. 
Discussion of Findings for Research Question 4 
Is there a difference in final college GP A between graduates of arts magnet high 
schools and traditional high schools? 
A Student's t test indicated no statistically significant difference in college GP A by high 
school type (p = .885). The mean college GPA scores of atis magnet high school 
graduates was only slightly higher (M= 3.148, SD = .543) than the mean college GPA of 
traditional high school students (M= 3.146, SD = .505). Two linear regressions were 
conducted to test consistency of results for predicting college GP A in the research 
question as posed. The linear regression using actual college GP A as the dependent 
variable indicated 19.8% of the variance in college GP A is explained by high school 
GP A, APTZ, and high school type. The result of the linear regression analysis of college 
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GP A defined as college success in eaming a baccalaureate degree and a college GP A 2: 
3.0 indicated that 39.9% ofthe variance in college GPA is explained by high school 
GP A, APTZ, and high school type. High school GP A and APTZ scores are significant 
predictors of college GPA (p < .001 ). Findings from two altemative linear regression 
analyses provide consistent conclusions with respect to high school type: high school 
type is not a statistically significant predictor of college GP A for the total research 
sample (R2 = .187) or for the completers (R2 = .198) in the sample. 
Cabrera, Burkum, and LaNasa (2005) examined the college persistence of the 
national high school sophomore cohort of 1980 through four years of college. They 
determined that while many college experiences contribute to the rate of degree 
completion across all students, academic performance in college GP A was the most 
significant factor. Their regression analysis found that for every increasing change in 
college GP A, chances were improved to complete a college degree by 32%. First year in 
college grade point average (GPA) was found to be a strong predictor of success in 
college in the meta review of Pascarella and Terenzini (1991); their study found evidence 
to suggest that college grades in some disciplines have moderate conelations (ranging 
from .35 to .50) with standardized measures of achievement. However, Pascarella and 
Terenzini's later study (2005) included a caveat that grades in college are influenced by 
many factors extraneous to learning. The factors include the institution attended, the 
student's major field of study, stress and workload, faculty cognitive style, faculty 
attitudes towards testing and grading, and the specific type of coursework being taken. As 
a result, college GP A as a measure of student leaming is not a reliable indicator of how 
much is leamed but rather an indicator of successful compliance with the norms and 
requirements of the particular higher education institution. 
Discussion of Findings for Research Question 5 
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Is there a relationship between the type of degree eamed and the type of high school 
attended? 
A chi-square test of independence indicated a statistically significant difference in type of 
college degree awarded for graduates of mis magnet high schools (p < .001 ). For this 
research sample, the majority of baccalaureate degrees eamed by both high school types 
were in business and marketing (21.1% of the total degrees awarded). The difference in 
degree awarded by high school type lay in the subsequent choices: arts magnet graduates 
were next more likely to eam degrees in visual and performing arts (10.5%), and then the 
social sciences (10.1 %). In contrast, traditional high school graduates, after business as 
the most popular college degree eamed, were awarded degrees in the social sciences 
(11.0%), and next communication (7.1 %). 
In the present study, choosing business as the most popular major, by both arts 
magnet and traditional high school graduates, was consistent with current national trends 
in higher education. Donoghue (2008) reported that the annual number of awards in 
bachelor's degrees in business are up sharply. Since 1970-71, business majors, a subject 
that Donoghue suggested is promoted in college marketing campaigns as a launch for 
students on the path to prosperity, have risen from 13.6 percent of the graduating 
population to 21.7 percent today. Education, fonnerly, was the most popular major in 
U. S. colleges; education as a choice of major has declined from 21 percent to 8.2 percent 
(Donoghue, p. 91). 
152 
As directed by the Florida Legislature, the Office of Program Policy Analysis and 
Government Accountability (OPP AGA) periodically examined the extent to which 
persons who earn baccalaureate and graduate degrees from the Florida SUS meet the 
state's workforce needs. In a study tracking cohorts of 1996 graduates into the workforce 
for 4 and 8 years after graduation, it was found that between 1997 and 2004, enrollment 
in business programs increased by 40%. Further, the study suggested that students find a 
business program more attractive for two reasons: after 8 years, business graduates' 
salaries doubled while education graduates' salaries increased by half this rate; and 
students may find business degree programs attractive because, typically, advanced math 
and science courses are not required (Florida, 2005). 
Relationship of Findings to the Knowledge Base of Previous Research 
The findings of the present study make two important points for decision-makers 
in secondary and postsecondary education. While there is no significant difference in the 
preparedness of traditional and arts magnet high schools, arts magnet high school provide 
an added-value in enhanced curriculum-a greater return on investment for 
policymakers, parents, and students- and an improved campus learning environment 
which statistics indicate translate to better school attendance, graduate rates, and college 
enrollment in state universities. 
It is a fact that arts magnet schools require approximately twenty percent more in 
expenses for specialized facility, equipment, and instructor expertise (see Figure 2). 
However, through the analysis of aggregate school data, this study indicates that Florida 
atis magnet high schools provide a more positive climate, experience fewer absentees and 
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dropouts, greater graduation rates, and higher participation in the institutions of the State 
University System (Appendix A). The findings suppmied by the literature suggest that 
the arts magnet high schools provide an extracurricular focus in the arts that may 
stimulate student interest and encourage them to stay in school (Daniel, 2000). 
Arts magnet high school graduates that declared visual and performing aris as 
their major upon initial matriculation were more likely to stay with that major to degree 
award than traditional high school graduates and other arts magnet graduates who chose 
other majors. These fmdings in the present study have implications for career preparation 
in high school: high school graduates that are well-prepared for their career choice are 
focused and may complete to college degree in fewer semesters which translates to 
efficient use of educational resources. 
A finding of importance in this study was that Blacks are a greater percentage of 
the arts magnet graduates matriculating at State University System institutions than Black 
graduates of traditional high schools (see Table 1). It follows that for the years studied in 
this research, arts magnets brought great diversity to the State University System. By 
ethnicity, minorities represented 47.4% (n = 1,826) of arts magnet research sample (n = 
3,846; (see Table 1). Blacks, especially Black males, a group of concern to educators and 
policymakers because of their high absenteeism, drop-out rates, and low representation 
among college emollments, are more likely to complete to a college degree if they were 
aris magnet graduates (16.5%) rather than a traditional high school graduate (9 .1 %; Table 
2). Black females graduating from an aris magnet high school were more likely to 
complete their college experience to a degree (23.5%) as compared to those graduating 
from a traditional high school (14.2%; Table 2). 
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Arts magnet high schools have been successful in fulfilling their mission of 
providing choice and a learning environment that encourages diversity (Glenn, 1978). 
Arts magnet high schools are achieving their objective in providing to young people a 
core of academics, along with also the rigorous requirements of a co-curriculum 
integration into the arts. Other empirical studies indicate that arts magnet high schools 
directly respond to the concept of school choice by providing an education for students 
not only equal to, but better than the traditional high school (Daniel, 2000; B. Wilson, 
2001 ). The present study found that Florida arts magnet high schools are equally as 
effective in promoting choice and adding value to the traditional high school diploma, 
that value manifesting in improved school climate and effective preparation for 
postsecondaty success. 
The findings of the present study confitm that arts magnet high school graduates 
are college-ready and more likely to continue their studies in the visual and perfmming 
arts and to subsequently earn a degree in the arts. The arts magnet high school prepares 
its graduates with the foundation for success in postsecondary level studies. This should 
be of importance to parents, educators, and policy makers who value the lifelong benefits 
of acuity for the arts. 
Limitations of the Study 
The findings of this study should be interpreted with caution because the results 
are mitigated by several factors. This study was delimited to the graduates of 15 arts 
magnet high schools in Florida and the 15 randomly-selected traditional public high 
schools who chose to matriculate to SUS institutions. Because of this limitation, findings 
155 
cannot be generalized to all secondmy school graduates in Florida or to all magnet school 
graduates. The data examined from the 11 higher education institutions of the Florida 
University System (SUS) cannot be generalized to universities and colleges in other 
states or communities. The results of this study were also delimited to the four cohorts of 
students that emolled in the 11 Florida SUS universities for the time period of this 
research. Thus, this sample represented above-average students whose grades and 
achievement scores were high enough to meet the academic achievement requirements 
that afforded them competitive admittance to a university. Further delimitation included 
the choice of the particular operational variables chosen to measure the dependent 
variables of this study: high school GPA, SAT and ACT scores; number ofte1ms to 
college degree; changes in college major; college GP A; and the type of college degree 
earned. 
Many arts magnet graduates attend other in-state and out-of-state institutions. Arts 
magnet graduates, in particular, often attend specialized postsecondmy institutes and 
academies. Many high school graduates in Florida choose the 2+2 route to a 
baccalaureate by attending a community college first. Others enter the military or civilian 
workforce immediately following high school. Further, the average time to complete a 
college degree in Florida is approximately 6 years which means that the non-completers 
reported in this study were not necessarily unsuccessful in earning a baccalaureate 
degree. They simply did not earn a degree within the 6 years allotted for their cohort. 
Other limitations emerged in the data analysis. It would have been helpful had the 
data been available to know the number of hours taken each semester to detetmine if 
students were moving more slowly through college. The research in the present study 
looked only at number of terms to degree and grade point average through college. It 
would have been important to look at the number of hours completed at graduation. 
Implications for Practice 
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The findings of this study of arts magnet high schools can be useful to parents, 
lawmakers, and educational leaders in identifying high schools with effective college-
preparatory programs. Parents can use the results of this study to choose schools in their 
school district with performance markers of excellence, equity, accountability, and 
added-value mis education opportunity. Lawmakers and policy makers may apply the 
findings from this study, confirmed by return on investment of public funding, to justify 
the support of alternative educational programs. 
One of the greatest challenges to arts educators is maintaining the mis in the core 
curriculum of secondary education. Globally, at the present time, a serious recession 
threatens the fiscal viability of every sector of public education. Higher education is 
undergoing change in response to competition in the education marketplace. Donoghue 
(2008) described a growing number of universities reactively marketing themselves in the 
business model used by for-profit universities: focusing exclusively on a bare-bones 
curriculum, training, and immediate job placement of career-minded students. 
Reform movements of education do not die out; they assume different guises 
(Efland, 1990). The social efficiency movement of 1910 became the scientific movement 
of the 1920s and reappeared as the accountability movement of the 1970s. The excellence 
movement of the 1980s recalls the discipline-oriented movement of the 1960s. The 
reconstmctionism of the Depression era in the 1930s made a comeback in the arts 
education movement of the 1990s. Investigation of the arts magnet high school through 
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aggregate data available to the public in the Florida School Indicators Report revealed a 
highly positive profile for Florida's mis magnet high schools. The profile developed from 
aggregate data reiterate that arts magnet high schools have been successful in advancing 
the goals of the four U.S. education reform movements of the last half-centmy, 
accountability, excellence, equity, and choice. 
Accountability 
"The line stretched into the hallway," on the final day to apply for magnet school 
programs in Duval County, Florida (Kerr, 2009, B-4). Parents are interested in enrolling 
their children in schools that perform well. School scores on high stakes achievement 
tests, state school indicator repmis, and student grade point averages provide a measure 
of each school's performance. The findings from the present study indicate that there is a 
wide range of academic performance in arts magnet high schools. State-mandated Florida 
Comprehensive Achievement Test scores for the 15 mis magnet high schools during the 
four years in this study were Grade C and higher. There were no D or F schools which 
confirms their academic performance is similar, if not better, than traditional high 
schools. These measures of accountability reflect the objective indicators which attract 
parents and students to magnet schools. 
Excellence 
The findings of the present study should be impotiant to educational leaders in 
creating model schools. DiMaggio's (1982) extensive studies of educational attainment 
noted that "it takes more than measured ability to do well in school" (p. 189). Students 
gain entry to most arts magnet schools through some combination of auditions, potifolios, 
and conscious intentions that are used to assess potential. The findings from the present 
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study and statewide school indicator reports show that campus environment of arts 
magnet high schools compared to traditional schools in their school district is conducive 
to better school attendance, lower dropout rates, higher graduation rates, and greater 
participation in the state university system. There is also evidence that when adopted as a 
model, altemative schools can transform school districts (Raywid, 1994). Altemative 
schools, such as arts magnet high schools, can serve as models for every school district 
that seeks innovative change. 
Equity 
Gamoran's (1996b) study suggests that schools with a socially-suppotiive and 
academically-focused setting promote a student's sense of membership within a school 
community. Metz (1986) found in case studies that some magnet schools do generate 
cohesive communities in which students and teachers share a common purpose toward 
which they work together. The findings of the present study show that demographically 
the student body at arts magnet high schools is highly diverse, not only racially and 
etlmically. Further, a respectable percentage of the students are college-ready with 
successful completion of a college degree. In the present study, almost one-fourth of the 
arts magnet high school student graduates were Black (n = 910, 23.7%) compared to a 
14.7% representation of Black students in traditional high schools (n = 743; Table 1). For 
Black students in this study, a far greater number of Black arts magnet high school 
graduates (16.5%- compared to only 9.1% of Black traditional high school graduates) 
complete their college degree. More Hispanic arts magnet high school male graduates 
complete their college degrees (16.5%) in comparison to Hispanic traditional high school 
graduates (14.9%; Table 2). 
159 
Choice 
Due to the impact of school choice reform, parents have more control over their 
children's education. When parents have the right to choose their child's school, the 
competition between schools for student enrollment will encourage schools to improve 
their education programs. Out of 15 arts magnet high schools in the state, 11 of those 
high schools well-exceeded their district rates of attendance and graduation rates 
(Appendix A). Graduates from arts magnet high schools out-perfonned their county 
averages and raised the percentage of students attending competitive-admission public 
universities in Florida. 
Parents are interested in transfening their children into schools that perfonn well. 
Parents typically decide where their children go to school and may choose a school on the 
basis of location, school scores on high-stakes achievement tests, campus reputation, as 
well as the added value of the presence of an arts curriculum. Arts magnet schools 
provide arts education as part of the school day for two types of students: those who are 
interested in pre-professional arts training and students who enjoy the arts and want an in-
depth arts-infused cuniculum (Gratto, 2002). As an important component of the 
·effectiveness of school choice, parents should find the diversity of the student body of 
mis magnet high schools, coupled with the safety and support system of the atis-focused 
cuniculum, encouragement to enroll children in the arts-based alternative school. 
Recommendations for Future Research 
The findings of this exploratory study of mis magnet high schools contribute to 
the literature for future arts education research. Evidence presented by some educational 
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policymakers indicates that there is an instrumental value to the arts. The present study 
provides no supp01i for the claims of that group. The findings of the present study are 
congruent with the studies of other researchers in the field that did not find extrinsic 
value to the arts experience (Eisner, 1998). However, the exploratory nature of this study 
and the limitations of its sample do not contradict their findings. Clearly, further 
empirical research is needed to investigate the linkage between atis education and 
achievement in other academic areas. 
Because the present study looked at a sub sample of Florida State University 
System institutions, limited to the disaggregate data provided with the cooperation of the 
Florida State University System, this research eff01i studied only those high school 
graduates that entered the state university system. Arts magnet high school graduates as 
well as the district high school graduates are represented in every state university (see 
Appendix H). While the reported college enrollment of arts magnet high schools is 
.imbedded within the districts reports, it is interesting to note that arts magnet high 
schools as well as other high schools in their district tend to choose the institutions 
closest to their home (see Appendix H). Enrollment trends by proximity and economic 
indicators are focus points for building community. A 2007 study by the University of 
North Florida analyzed the school's importance to the Jacksonville economy, estimating 
it was responsible for 3,146 jobs and $833 million in spending in the city in 2006-07 
(Aasen, 2009, B3). Further research into investment in higher education through 
community alliances with secondary feeder schools would provide best practices for 
workforce support and economic development activities. 
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If approximately 22.7% of the recipients of standard high school diplomas enroll 
in the Florida SUS institutions (Florida Department ofEducation, 2001b), it would be 
important to track the postsecondary and career experience of arts magnet high school 
graduates who do not attend the Florida SUS schools. Arts magnet high schools in 
Miami-Dade County, Florida, reported that the best and brightest art students are 
recruited "like footballplayers .... Very few go to Florida [universities]" (Lilia Garcia, 
personal communication February 29, 2008). School administrators at the district level 
should develop follow-up surveys to follow their high school graduates in Florida and out 
of state into career academies and other public and private institutions. Their findings 
would contribute important information to the knowledge base of effective college 
readiness curricula. 
On another level, the effectiveness of a high school diploma should not be defined 
solely by measures of academic achievement. The "value-added" outcomes of the arts 
magnet school year should be studied through quantitative and qualitative studies. 
Impmtant differences for an arts magnet high school should be shared and replicated in 
schools of the future, to include a harmonious campus environment, discipline, and work 
ethic, self-efficacy, and career focus. Future research might clarify the components and 
the distinct advantage of a value-added high school diploma from an arts magnet high 
school. Recently, in his outline for education policy, President Barack Obama 
recommended that American children should go to school longer-either stay later in the 
day or into the summer-if they're going to have any chance of competing for jobs and 
paychecks against foreign children. He urged administrators "rethink the school day" to 
add more class time (Thomma, 2009, A1). The mts magnet school day, by using an A-B 
162 
Block Schedule, manages to include not only the state-required basic curriculum but also 
courses in the mis. We need to better understand, through further research, what goes into 
a quality education equal to and better than the coursework offered by a traditional high 
school. 
In order to understand the potential of the arts magnet curriculum and its 
effectiveness in preparing students for higher education, researchers should observe the 
development of an mis magnet high school from its origination as the refurbishment of an 
existing school to its culmination as a model facility. It would be interesting to go back 
and compare the history and performance of emerging arts magnet high schools. 
Policy analysis should be conducted to define the best practices of educational 
leaders of arts magnet high schools for startup costs and return-on-investment, 
competitive marketing for students, community support, recruitment of qualified art 
educators and administrators, and accountability on statewide assessment results. Weimer 
and Vining (1998) suggested that good policy analysis uses multiple methods of inquiry 
to produce a comprehensive view for determining alternative policies. It would be of 
great value to develop a guideline of best practices as demonstrated in the arts magnet 
high school by (a) site visits and comparative studies; (b) cost-benefit analyses with 
school principals, teachers, and district administrators; (c) qualitative interviews and 
satisfaction surveys with parents; and (d) case studies with students. 
Best practices can be identified by site visits and comparative studies. Even 
though mis magnet high schools are more expensive than their traditional high school 
counterparts, the arts magnet students may enjoy an advantage in the learning 
environment afforded them. The mis magnet high schools in the present study attract 
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minority populations and female students. The findings of this study indicate that the 
percentage of Hispanics and Black ethnicities and females is increasing at arts magnet 
high schools. Research into the environment and equity of the arts-based campus would 
be important to add to the knowledge base of building schools that are of service to all 
citizens of the community. Even though Black male and female arts magnet graduates 
were more likely to complete to college degree, unfortunately, it is a concern that they 
were also over-represented among non-completers (Table 3). 
Qualitative studies of educational leaders by interviewing the best arts magnet 
administrators and teachers to understand the organization, curriculum, and professional 
development would assist in developing a template for model schools. Gratto's (2002) 
study of arts education in alternative school formats credited strong and creative 
leadership as the guiding force behind school and student achievement in an arts-
integrated curriculum. 
Parent and student interviews would be useful in developing a narrative of actual 
experiences in issues of postsecondary readiness, terms to college degree, and academic 
achievement as well as post-college career success for students. A finding of the present 
study indicated that alis magnets high school graduates who chose visual and performing 
arts majors at college entrance had a greater likelihood of staying in that major without 
change than students in comparison group traditional high schools and other arts magnet 
students who chose other majors. Further investigation would be important to see if those 
mis magnet students complete degrees faster and earn a higher college GP A. Parental 
choice issues would be addressed by interviewing families who have experienced 
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academic or efficacy changes as a result of the arts magnet high school diploma earned 
by their children. The findings would be a catalyst for constructive change in education. 
It would be impmiant to talk to alis magnet students about the effectiveness of 
their high school experience in their readiness for college. Further research would 
detennine which private educational institutions that alis magnet high school graduates 
chose over public institutions, as well as the private enterprise and arts-focused 
academies and conservatories that recruit them. 
The presence of outliers in this study and their influence on the findings of the 
regression analysis of number of tenns to college degree and the number of changes to 
college major merits further investigation. Garson (2009) acknowledged that there is a 
great deal of debate as to what to do with identified outliers. Outliers can have a 
deleterious effect on statistical analyses. For the present study, it would be impmiant to 
know why these outliers are present in the data. More paliicularly, case studies would 
serve to understand why these students incurred wide fluctuations in the number of terms 
to their college degree and the reasons for their recorded changes to college major. Case 
study research, through a process of thick description, can bring a case to life that is not 
possible using the statistical methods of quantitative research (Gallet al., 2003). Further 
research using the qualitative paradigm would strengthen findings and verify whether 
these exceptions are absent or different in other mainstream examples. A broad review 
and analysis of conditions across this field of alis magnet high schools could provide 
college admissions officers and educational leaders with much needed evidence in the 
difference that arts education can make to preparing young people for college and career. · 
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Conclusion 
This study explored the differences between a traditional high school and an arts 
magnet high school in preparing graduates for the college experience. Traditional public 
high schools provide a basic education, a core of studies in English, mathematics, 
science, history, and language atis which can be tested and measured with standardized 
tests. Attaining the score on standardized achievement tests predetermined for college 
acceptance affirms a college-eligible level of learning. However, it takes more than 
measured ability to do well in school (DiMaggio, 1982, p. 189). College-ready students 
possess more than a formulaic understanding of the core curriculum. 
The major purpose of this study was to see how prepared the high school 
graduates were for the postsecondary education. In comparing the means of number of 
terms to college degree and college GP A, the differences were so slight that there was no 
statistically significant difference between the two groups and the effect sizes pointed to 
the lack of practical significance. Of the subsample of students that graduated, the 
students in both of these groups perfonned very well. I also found some indication in the 
present study that arts magnet graduates who major in the arts remain in that major to 
earn the baccalaureate in the arts as compared to traditional high school students 
choosing any major and arts magnet graduates choosing non-arts majors. For the arts 
magnet high school graduate, I found in this study that students are just as prepared 
academically as traditional high school graduates. Although this study did not examine 
the subject, the literature review from the present study suppmied the value-added benefit 
in terms of an enriched curriculum in the arts magnet high school experience and 
subsequently in college in terms of focus on career goals and attainment of a 
baccalaureate degree. The cuniculum of mis magnet high schools would be the 
appropriate subject of future research. 
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A major focus of the present study was to infmm the academic and political 
debate over the instrumental value of arts education. This study supports the position of 
Eisner and others in that this study found no evidence as related in the literature review to 
suppoti the position of atis advocates who have reported an instrumental value to arts 
education. Arts advocates and arts educators are divided on philosophical grounds that 
threaten to compromise the provision of public school education in the atis. 
This study found that atis magnet high schools achieve their purpose: they are 
strongly accountable, they promote diversity, offer choice to parents, and provide a high 
quality education in the academic subjects tested on college placement tests. I would 
suggest that perhaps the discipline of mis study contributes to the self-discipline acquired 
in maintaining an academic record which is competitive for college admissions while 
engaged in intensive atis-related study which may play some role in student college 
focus. Arts magnet high schools also provide a high quality arts experience. Joining 
Eisner's position (1999; 2002) on what the arts teach, I found would suggest that the 
value of the arts is one that is intrinsic to the students. The teaching of arts education has 
a value that is intrinsic to itself and perhaps the benefits that the arts impati to students 
are not evident in academic achievement tests. I believe that it is important that some 
investigation be made into how well arts magnet graduates fare who chose to attend out 
of state schools or specialized atis academies and institutes. The intrinsic value of the arts 
to the individual would be best investigated through qualitative research that listens to the 
voice of the students who graduate from these high schools. 
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Innovative educational leadership is vital if schools, both secondaty and higher 
education, are to become more than passive partners in the process of educational change. 
It is essential that alis education leaders become vocal in presenting the case for the atis. 
This requires that there be both definition and emphasis irt tem1s of the artistic dimension 
currently available in the public school. In this process, it must be affitmed that the arts, 
like any other body of organized knowledge, have unique characteristics which make 
them impmiant to acquiring a complete education. The fmdings of this study contribute 
to the knowledge base of appreciating atis magnet high schools and their potential for 
making a difference in the college experience. 
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Appendix A 
District High School Statistics: Florida Arts Magnet High School Indicators 
Arts Absence- Dropout Graduation Student 
magnet high school 21 days % rate% population 
Douglas Anderson 
1998 12.8 2.1 79.4 931 
1999 9.8 2.8 78.0 926 
2000 7.9 1.4 71.7 924 
2001 9.8 81.9 1006 
Average 10.1 2.1 77.8 947 
District - Duval 
1998 58.7 8.6 58.7 42188 
1999 57.4 8.5 57.4 30048 
2000 55.9 8.3 44.9 40564 
2001 61.0 5.7 61.0 39354 
Average 58.3 7. 8 55.5 38039 
Dreyfoos 
1998 7.3 92.4 1212 
1999 6.0 0.2 93.6 1270 
2000 0.4 0.4 95.0 1340 
2001 0.7 0.7 94.4 1351 
Average 3.6 0.4 93.8 1293 
District - Palm Beach 
1998 18.6 3.8 58.2 44179 
1999 17.1 3.2 63.6 42099 
2000 7.6 2.5 64.9 40602 
2001 7.5 2.6 66.6 38362 
Average 12.7 3.0 63.3 41311 
Blake 
1998 23.4 5.0 66.6 1696 
1999 19.0 3.4 69.2 1724 
2000 22.0 3.7 75.5 1722 
2001 17.1 2.4 78.9 1646 
Average 20.4 3.6 72.5 1697 
District- Hillsborough 
1998 19.8 4.2 69.5 42188 
1999 18.6 2.7 74.4 40564 
2000 16.7 2.6 71.4 39354 
2001 16.4 2.2 77.5 38923 
Average 17.8 2.9 73.2 40257 
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Arts Absence- Dropout Graduation Student 
magnet high school 21 days % rate% EOEulation 
Booker 
1998 15.7 11.3 54.3 1516 
1999 24.8 6.4 61.5 1497 
2000 19.0 2.4 67.7 1525 
2001 15.3 2.5 67.7 1717 
Average 18.7 5.7 62.8 1564 
District - Sarasota 
1998 16.3 7.6 63.0 9014 
1999 30.0 3.6 63.4 9201 
2000 15.7 3.1 70.3 9618 
2001 12.8 3.1 71.8 10132 
Average 18.7 4.4 67.1 9491 
Boone 
1998 3.7 1.4 50.6 2899 
1999 3.8 2.9 58.2 2855 
2000 2.9 3.8 73.6 2898 
2001 1.4 3.7 79.3 2970 
Average 2.9 2.9 65.4 2906 
Dr. Phillips 
1998 1.0 1.0 63.1 4201 
1999 1.5 1.0 57.3 4257 
2000 1.0 1.0 75.1 4324 
2001 0.7 0.7 84.0 3807 
Average 1.0 0.9 69.9 4147 
District - Orange 
1998 17.6 6.8 51.3 42853 
1999 19.1 4.9 59.8 40466 
2000 18.4 2.8 49.5 38588 
2001 18.6 4.8 53.5 37001 
Average 18.43 4.8 53.5 39727 
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Arts Absence- Dropout Graduation Student 
magnet high school 21 da:ys % rate% _eo_eulation 
Coral Reef 
1998 7.2 1.1 2199 
1999 9.2 0.8 90.2 2591 
2000 5.1 0.1 88.7 2674 
2001 3.4 0.3 91.1 2750 
Average 6.5 0.6 90.0 2554 
Design & Arch 
1998 7.8 1.7 91.9 471 
1999 8.7 2.3 92.9 473 
2000 5.2 0.2 91.5 462 
2001 9.1 0.4 91 486 
Average 7.7 1.1 91.8 473 
MiamiNW 
1998 36.6 8.7 49.7 2921 
1999 33.6 4.2 51.8 2994 
2000 33.1 4.5 56.5 3044 
2001 33.8 5.8 48.5 3127 
Average 34.3 5.8 51.6 3022 
New World 
1998 3.6 1.9 92.9 469 
1999 4.0 1.7 91.6 459 
2000 4.8 1.2 88.3 480 
Average 4.1 1.6 94.2 481 
South Miami 
1998 11.6 46.3 2616 
1999 8.5 56.2 2748 
2000 3.8 55.4 2865 
2001 7.5 59.7 2973 
Average 54.4 2801 
District - Dade 
1998 18.4 4.4 53.2 103267 
1999 19.3 10.6 52.2 90860 
2000 18.2 5.4 53.9 96891 
2001 8.0 80.0 55.7 94916 
Average 15.9 25.1 53.7 96484 
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Arts Absence- Dropout Graduation Student 
magnet high school 21 da~s % rate% _QO_Qulation 
Dillard 
1998 33.8 0.1 56.6 2382 
1999 24.3 0.5 68.6 2451 
2000 27.4 0.5 61.3 2597 
Average 29.8 0.4 66.7 2602 
District - Broward 
1998 25.0 2.8 53.5 68249 
1999 23.3 1.6 63.9 57279 
2000 22.8 2.3 62.3 64444 
Average 23.4 2.2 65.2 61519 
Gibbs 
1998 15.8 5.3 47.8 1749 
1999 23.5 6.2 50.0 1936 
2000 22.4 7.9 50.1 2002 
23.0 5.1 44.3 2272 
Average 21.1 6.1 48.0 1990 
District - Pinellas 
1998 17.5 3.1 64.3 29405 
1999 18.6 4.2 64.4 30270 
2000 18.1 5.2 66.4 30792 
Average 18.0 4.1 65.0 30156 
Harrison Ctr 
1998 0.3 80.7 323 
1999 72.3 331 
2000 81.5 359 
2001 0.3 96.5 379 
Average 0.3 82.7 348 
District - Polk 
1998 4.0 8.7 53.3 68741 
1999 3.2 5.9 55.3 70971 
2000 4.0 5.8 52.6 73699 
2001 4.8 2.9 66.9 75509 
Average 4.0 5.8 57.0 72230 
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Arts Absence- Dropout Graduation Student 
magnet high school 21 days % rate% 2o2ulation 
Osceola Arts 
1998 11.2 4.9 64.0 2013 
1999 1.1 3.0 67.0 2115 
2000 15.7 2.4 61.2 2224 
2001 15.8 3.1 70.3 2359 
Average 10.9 3.3 65.62 2178 
District - Osceola 
1998 14.0 6.1 55.7 8165 
1999 12.8 4.6 58.9 10415 
2000 13.5 4.2 58.4 9610 
2001 10.2 5.5 66.1 9036 
Average 12.62 5.1 59.7 9307 
Source: Florida Department of Education, 2005 
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AppendixB 
Demographic Profile of Arts Magnet High School Graduates by Cohort 
I Cohort II Cohort III Cohort IV 
2001-2007 2000-2006 (1999-2005) (1998-2004) 
(n = 2,740) (11 = 2,449) {n= 1,9542 (11 = 1,8242 
11 % 11 % 11 % 11 % 
Arts magnet students 1,233 (45.0) 1,082 ( 44.1) 839 (42.9) 731 (40.0) 
Asian 65 (5.4) 65 (0.1) 48 (5.8) 44 (6.0) 
Black 305 (25.1) 268 (24.7) 177 (21.4) 160 (21.9) 
Hispanic 285 (23.5) 199 (18.4) 117 (14.1) 81 (11.1) 
Native American 4 (0.3) 6 (5.5) 2 (0.2) 0 (0.0) 
Other 4 (0.3) (0.0) 2 (0.2) 1 (0.1) 
White 551 (45.4) 534 (49.4) 482 (58.2) 445 (60.9) 
No Indication 9 (1.9) 
Total 1,233 (100.0) 1,082 (100.0) 839 (100.0) 731 (100.0) 
Ethnicity: Male 
Asian 31 (6.4) 27 (6.5) 23 (7.0) 23 (8.3) 
Black 116 (24.1) 85 (20.4) 51 (15.5) 48 (17.3) 
Hispanic 116 (24.1) 89 (21.4) 46 (13.9) 31 (11.2) 
Native American 0 (0.0) 4 (1.0) 0 (0.0) 0 (0.0) 
Other (0.2) 1 (0.2) 2 (0.6) 0 (0.0) 
White 218 (45.2) 210 (50.5) 208 (63.0) 175 (63.2) 
No Indication 2 
Total Male 482 (100.0) 418 (100.0) 330 (100.0) 277 (100.0) 
Ethnicity: Female 
Asian 34 (4.6) 38 (5.7) 25 (5.0) 21 (4.6) 
Black 189 (25.8) 183 (27.5) 126 (25.3) 112 (24.7) 
Hispanic 169 (23.1) 110 (16.5) 71 (14.3) 50 (11.0) 
Native American 4 (0.5) 2 (0.3) 2 (0.4) 0 (0.0) 
Other 3 (0.4) 0 (0.0) 0 (0.0) (0.2) 
White 333 (42.5) 324 (48.7) 274 (55.0) 270 (59.5) 
No Indication 7 (0.1) 
Total Female 732 (100.0) 664 (100.0) 498 (100.0) 454 (100.0) 
Total ethnicity 1,233 (100.0) 1,082 (100.0) 839 (100.0) 731 (100.0) 
Gender 
Male 488 (39.6) 418 (38.6) 331 (39.5) 277 (37.9) 
Female 745 (60.4) 664 (61.4) 508 (60.5) 454 (62.1) 
Totals 1,233 (100.0) 1,082 (100.0) 839 (100.0) 731 (100.0) 
Note: 11 = 3,885. Descriptive data represents the frequency and percentage of students within the 
total research sample. Total percentages may vary slightly and may be less than 100.0% due to rounding 
errors. 
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A demographic profile of the total sample of arts magnet high school graduates 
for the four 6-year cohorts shows that Cohort I (Year 200 1-2007) of arts magnet students 
was the largest cohort (n = 1,233), representing 45% of the cohort research sample (n = 
2,740). Cohort IV (Year 1998-2004) was the smallest alis magnet research sample (n = 
731) which was 40.0% ofthe total research sample in Coh01i IV (n = 1,824). Since the 
research sample drawn for this study is represented to be the entirety of the Florida mis 
magnet high school student population for this four-year period of exploration that 
enrolled in an SUS institution, the assumption can be made that alis magnet high schools 
in Florida have increased in SUS enrollment by 59.2% between 1998 and 2001. 
By gender, alis magnet schools have an over-representation of female students. 
Each of the four cohort groups averaged an approximate ratio of 60 female to 40 male in 
a cohoti year. The first group Cohort IV (1998-2004) numbered 454 females (62.1 %) and 
277 males (37.9%). After four years, Coholi I (2001-2007) reported 745 females (60.4%) 
and 488 males (39.6%). 
The most prevalent ethnicity among arts magnet schools in the four coholis was 
White. However, the percentage of White students in alis magnet high schools dropped in 
enrollment from 60.4% in 1998 to 45.4% in 2001. The percentage of Black students 
increased from 21.9% to 25.1% of the total alis magnet high school population. The 
representation of Hispanic arts magnet students markedly increased from 11.1% in 1998 
to 23.5% in 2001 which represents the largest ethnic population in Florida arts magnet 
high schools. 
From 1998 to 2001, the populations of Hispanic arts magnet graduates by gender 
increased dramatically. In Cohort IV (1998-2004), Hispanic males (n = 31, 11.2%) and 
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Hispanic females (n =50, 11.0%) increased their enrollment in arts magnet schools at a 
comparable ratio in Cohort I (200 1-2007), Hispanic males (n = 116, 24.1%) and Hispanic 
females (n = 116, 24.1 %). This represents an increase in Hispanic representation by more 
than double. Over the four-year period, Asian representation remained at approximately 6 
percent of the total arts magnet high school student population in this study. The 
percentage of Asian males in an arts magnet high school declined from 1998 (8.3%) to 
2001 (6.4%). The representation of Asian females in an arts magnet high school averaged 
approximately five percent over the four-years of the cohotis. Native American 
participation in an arts magnet high school increased from no representation in Cohort IV 
(1998-2004) to four students in Cohort I (2001-2007). 
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IRB#08-125: "The Effects of an Arts Magnet High School Diploma on 
College Readiness, College Persistence, Academic Focus and Academic 
Success" 
This is to advise you that your study, "The Effects of an Arts Magnet High School 
Diploma on College Readiness, College Persistence, Academic Focus and Academic 
Success," has been reviewed on behalf of the UNF Institutional Review Board and has 
been declared exempt from further IRB oversight (Category #4). 
This approval applies to your project in the form and content as submitted to the IRB for 
review. Any variations or modifications to the approved protocol and/or informed 
consent forms as they relate to dealing with human subjects must be cleared with the IRB 
prior to implementing such changes. 
Should you have any questions regarding your approval or any other IRB issues, please 
do not hesitate to contact me at 904-620-2498 or nsayers@unf.edu. 
Thank you. 
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Appendix D 
Creation of Variable APTZ 
For the present study, APTZ as a variable of achievement scores was created as a 
z score based upon standard deviations of the SAT and ACT scores. Gall, Gall and Borg 
(2003) define a z score is a type of standard score frequently used in educational research. 
A z score uses standard deviation units to express an individual's continuous score 
perfmmance relative to the group's performance. Negative values can be yielded in z 
scores because an individual's score can be units of standard deviation below the mean 
score). Characteristically, z scores fall into a "normal" or bell-shaped distribution. As an 
example, for the SAT scores the College Board impose a normal distribution on the 
whole cohort of the global population of high school students taking the test for college 
admissions. SATZ and ACTZ are a subset of that group which may not have the same 
perfectly normal distribution of the entire national population of test-takers but SATZ and 
ACTZ scores do fall into a nmmal distribution (see Figure 7, Appendix D). 
To create the variable APTZ, z scores for SAT and ACT scores were defined and 
calculated separately for each cohort, the mean score divided by the standard deviation: 
Cohort I: SAT total= -1094.45/155.515. 
ACT Score= -22.08/4.096. 
Cohort II: SAT total = -111.19/144.590 
ACT Score= -22.08/3.875 
Cohort III: SAT total= -1107.32/146.780 
ACT Score = -22.22/4.226 
Cohort IV: SAT Total= -1113.39/151.000 
ACT Score= -22.18/4.241 
For this variable, SATZ is used for students taking the SAT and not the ACT test. 
For the students who have an ACT score, an ACTZ score was created. For students 
taking both the SAT and ACT tests, the SATZscore was used. 
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The SPSS system variable SYSMIS which functions to confinn valid cases was 
coded that APTZ equals SATZ. If APTZ equals 99 then APTZ is ACTZ. If APTZ is not 
equal to 1 then APTZ is SATZ. SYSMIS is an SPSS software processing of the records 
to search for missing cases. 
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Figure 7. Symmetrical distribution of SAT, ACT and APTZ 
scores. 
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AppendixE 
Classification Plot for College Readiness 
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Figure 8. Classification plot for research question No. 1 predicting College readiness. 
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AppendixF 
Boxplots of Terms to College Degree 
VI 
::E 
a: 
w 
1-
12.5 
10 
::E 7.5 
::> 
z 
5 
2.5 
4,392 
0 
- r-
- -
q,648 
0 
3,116 2,039 
ARTS 
HIGH SCHOOL TYPE 
-.--
-
'---
0:!,618 
0:2 6321 ,288 
1,268 ' 
1,281 
0 
OTHER 
Figure 9. Boxplots of number ofterrns to college degree by high 
school type. 
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Appendix G 
Boxplots of College GP A 
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Appendix H 
Three-Year Distribution of Arts Magnet High School and District High School 
Graduates into SUS Institutions 
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Proximity o[_ Florida Arts Ma;;net High Schools and School District Distribution to SUS Institutions 
correlation 
FAMU FAU FGCU FlU FSU NCF UCF UF UNF USF UWF coefficient 
Douglas 
Anderson 
1998 5.17% 0.00% 0.00% 0.00% 27.59% 0.00% 5.17% 10.34% 43.10% 8.62% 0.00% -0.4898 
1999 5.97% 0.00% 0.00% 0.00% 23.88% 0.00% 10.45% 23.88% 32.84% 2.99% 0.00% -0.55012 
2000 4.55% 1.52% 0.00% 1.52% 25.76% 0.00% 10.61% 6.06% 43.94% 3.03% 3.03% -0.47515 
District-
Duval 
1998 9.72% 0.19% 0.00% 0.28% 15.56% 0.00% 6.85% 20.09% 43.52% 3.24% 0.56% -0.54739 
1999 9.17% 0.49% 0.08% 0.33% 15.88% 0.00% 11.78% 17.43% 42.39% 2.21% 0.25% -0.55088 
2000 8.65% 1.00% 0.00% 0.75% 15.71% 0.25% 9.56% 17.21% 43.81% 2.49% 0.58% -0.54963 
Proximity to 
Jacksonville 
(miles) 165 300 287 345 165 239 140 70 0 225 332 
Dreyfoos 
1998 4.29% 5.71% 0.00% 1.43% 38.57% 0.00% 24.29% 21.43% 0.00% 4.29% 0.00% 0.106613 
1999 13.51% 0.00% 0.00% 5.41% 28.38% 0.00% 16.22% 29.73% 0.00% 6.76% 0.00% 0.116924 
2000 2.60% 16.88% 0.00% 3.90% 31.17% 1.30% 16.88% 23.38% 0.00% 3.90% 0.00% 0.1179 
District-
Palm Beach 
1998 4.93% 23.74% 0.18% 1.10% 16.56% 0.00% 22.22% 25.14% 1.10% 4.02% 0.97% -0.00666 
1999 3.77% 30.31% 0.45% 1.46% 17.46% 0.00% 17.35% 22.54% 0.79% 5.41% 0.45% 0.000321 
2000 4.26% 28.94% 0.39% 2.32% 16.38% 0.28% 17.82% 21.36% 1.55% 5.92% 0.77% -0.00263 
Proximity to 
Palm Beach 
(miles) 313 26 124 64 313 174 166 269 274 192 587 
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correlation 
FAMU FAU FGCU FIU FSU NCF UCF UF UNF USF UWF coefficient 
Blake 
1998 19.57% 0.00% 0.00% 0.00% 13.04% 0.00% 15.22% 2.17% 0.00% 50.00% 0.00% -0.39218 
1999 11.25% 1.25% 0.00% 0.00% 21.25% 0.00% 6.25% 6.25% 1.25% 52.50% 0.00% -0.32263 
2000 6.85% 2.74% 0.00% 0.00% 4.11% 0.00% 16.44% 8.22% 1.37% 60.27% 0.00% -0.42054 
District-
Hillsborough 
1998 4.23% 0.49% 0.22% 0.05% 13.28% 0.00% 6.92% 17.73% 0.55% 56.15% 0.38% -0.34571 
1999 2.94% 0.90% 0.25% 0.30% 11.81% 0.00% 7.73% 19.64% 1.00% 55.03% 0.00% -0.36354 
2000 3.47% 1.27% 0.09% 0.52% 12.02% 0.19% 8.08% 14.60% 0.94% 58.26% 0.56% -0.3518 
Proximity to 
Tampa (miles) 207 218 125 245 207 85 48 128 190 0 425 
Booker 
1998 4.00% 0.00% 4.00% 0.00% 28.00% 0.00% 16.00% 4.00% 4.00% 40.00% 0.00% -0.16262 
1999 3.03% 0.00% 3.03% 0.00% 21.21% 0.00% 15.15% 3.03% 0.00% 54.55% 0.00% -0.21623 
2000 2.50% 0.00% 5.00% 0.00% 17.50% 5.00% 30.00% 7.50% 0.00% 32.50% 0.00% -0.23527 
District-
Sarasota 
1998 0.28% 3.04% 1.38% 0.28% 15.47% 0.00% 29.28% 28.18% 3.31% 17.96% 0.83% -0.11191 
1999 1.20% 3.35% 2.39% 0.72% 19.62% 0.00% 16.99% 29.90% 2.39% 22.73% 0.72% -0.12171 
2000 0.48% 3.13% 4.09% 0.48% 21.88% 1.20% 21.15% . 26.68% 0.96% 19.23% 0.72% -0.1333 
Proximity to 
Sarasota 
(miles) 202 201 71 219 202 0 132 179 240 53 471 
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correlation 
FAMU FAU FGCU FIU FSU NCF UCF UF UNF USF UWF coefficient 
Boone 
1998 0.00% 1.80% 0.00% 0.00% 24.32% 0.00% 44.14% 21.62% 4.50% 3.60% 3.60% -0.29831 
1999 23.44% 7.81% 0.00% 0.00% 265.63% 0.00% 375.00% 195.31% 39.06% 62.50% 7.81% -0.33807 
2000 1.77% 2.65% 0.00% 0.88% 23.01% 0.00% 47.79% 14.16% 6.19% 2.65% 0.00% -0.34945 
Dr. Phillips 
1998 4.52% 0.45% 0.00% 1.36% 23.98% 0.00% 26.70% 32.13% 2.26% 8.60% 0.90% -0.27918 
1999 6.48% 0.93% 0.00% 2.31% 13.43% 0.00% 30.09% 32.87% 0.93% 12.04% 0.00% -0.35245 
2000 3.06% 1.53% 0.00% 0.51% 19.39% 1.02% 37.76% 23.98% 2.04% 10.71% 0.00% -0.36777 
District-
Orange 
1998 5.22% 0.64% 0.00% 0.55% 16.68% 0.00% 38.59% 25.57% 2.47% 9.62% 0.64% -0.36115 
1999 6.42% 0.94% 0.16% 0.94% 14.96% 0.00% 39.15% 25.92% 1.80% 8.93% 0.78% -0.36287 
2000 6.42% 1.51% 0.16% 0.63% 16.96% 0.24% 40.17% 22.03% 2.77% 8.32% 0.79% -0.36118 
Proximity to 
Orlando 
(miles) 195 192 153 228 195 132 0 109 134 85 428 
191 
correlation 
FAMU FAD FGCU FIU FSU NCF UCF UF UNF USF UWF coefficient 
Coral Reef 
1998 
1999 15.05% 2.15% 0.54% 38.71% 11.29% 0.00% 8.06% 17.74% 1.08% 5.38% 0.54% -0.1571 
2000 8.90% 1.53% 0.00% 45.71% 11.96% 0.00% 9.20% 17.48% 0.61% 4.29% 0.31% -0.24415 
Design & 
Arch 
1998 8.82% 0.00% 0.00% 58.82% 11.76% 0.00% 2.94% 5.88% 0.00% 11.76% 0.00% -0.2943 
1999 0.00% 0.00% 0.00% 54.29% 22.86% 0.00% 17.14% 2.86% 0.00% 11.43% 0.00% -0.40319 
2000 37.65% 3.53% 0.00% 9.41% 9.41% 0.00% 4.71% 8.24% 0.00% 27.06% 0.00% 0.27634 
MiamiNW 
1998 28.00% 4.00% 0.00% 22.67% 10.67% 0.00% 1.33% 6.67% 0.00% 26.67% 0.00% 0.063934 
1999 31.13% 3.77% 0.00% 15.09% 4.72% 0.00% 7.55% 22.64% 0.00% 15.09% 0.00% 0.294228 
2000 37.65% 3.53% 0.00% 9.41% 9.41% 0.00% 4.71% 8.24% 0.00% 27.06% 0.00% 0.27634 
New World 
1998 0.00% 0.00% 0.00% 32.26% 32.26% 0.00% 6.45% 25.81% 0.00% 3.23% 0.00% -0.32968 
1999 4.08% 0.00% 2.04% 24.49% 0.00% 0.00% 10.20% 16.33% 0.00% 4.08% 0.00% -0.12176 
2000 12.12% 0.00% 0.00% 39.39% 33.33% 3.03% 9.09% 3.03% 0.00% 0.00% 0.00% -0.37995 
South Miami 
1998 2.63% 5.26% 0.00% 69.74% 5.26% 0.00% 1.32% 6.58% 1.32% 7.89% 0.00% -0.32455 
1999 2.35% 1.18% 1.18% 71.76% 4.71% 0.00% 0.00% 9.41% 1.18% 8.24% 0.00% -0.30512 
2000 1.11% 1.11% 0.00% 75.56% 10.00% 0.00% 3.33% 6.67% 1.11% 1.11% 0.00% -0.33833 
District-
Dade 
1998 7.24% 2.03% 0.10% 54.65% 11.00% 0.00% 4.67% 15.27% 0.37% 4.33% 0.33% -0.27999 
1999 6.54% 2.88% 0.22% 49.72% 13.60% 0.00% 5.17% 16.98% 0.40% 4.09% 0.40% -0.29322 
2000 7.69% 3.74% 0.24% 46.97% 12.22% 0.18% 6.46% 16.71% 0.33% 4.98% 0.48% -0.27964 
Proximity to 
Miami/Dade 
(miles) 484 39 141.00% 0 484.00% #H/?H#N// 228 333 345 245 649 
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correlation 
FAMU FAU FGCU FlU FSU NCF UCF UF UNF USF UWF coefficient 
Dillard 
1998 43.66% 15.49% 0.00% 9.86% 8.45% 0.00% 5.63% 12.68% 0.00% 4.23% 0.00% -0.0325 
1999 27.27% 17.05% 1.14% 5.68% 17.05% 0.00% 9.09% 14.77% 1.14% 5.68% 2.27% -0.11603 
2000 33.85% 20.00% 1.54% 3.08% 13.85% 0.00% 7.69% 7.69% 0.00% 12.31% 0.00% -0.1538 
District-
Broward 
1998 6.76% 19.06% 0.31% 10.66% 13.56% 0.00% 17.23% 23.53% 1.34% 6.95% 0.42% -0.05913 
1999 5.37% 19.50% 0.62% 10.29% 15.40% 0.00% 15.43% 26.44% 1.05% 5.60% 0.36% -0.06411 
2000 6.55% 22.03% 0.78% 8.76% 13.76% 0.13% 16.26% 20.96% 1.72% 8.53% 0.52% -0.07279 
Proximity to 
Broward/Ft. 
Lauderdale 
(miles) 337 17 133 26.00% 22 202 209 312 317 234 630 
--
Gibbs 
1998 16.13% 0.00% 0.00% 0.00% 22.58% 0.00% 12.90% 6.45% 0.00% 41.94% 0.00% -0.26385 
1999 2.27% 0.00% 2.27% 0.00% 18.18% 0.00% 22.73% 9.09% 0.00% 45.45% 2.27% -0.29637 
2000 5.88% 0.00% 0.00% 0.00% 17.65% 0.00% 14.71% 5.88% 2.94% 47.06% 0.00% -0.29671 
District-
Pinellas 
1998 4.02% 1.20% 0.17% 0.43% 14.47% 0.00% 16.01% 29.02% 2.48% 31.25% 0.43% -0.264 
1999 4.09% 1.10% 0.63% 0.24% 17.15% 0.00% 15.50% 29.98% 2.52% 27.93% 0.24% -0.24231 
2000 2.41% 0.87% 0.29% 0.22% 14.58% 0.58% 17.49% 25.22% 3.21% 33.97% 0.29% -0.28577 
Proximity to 
Pinellas 
(miles) 225 226 110 251 225 39 105 143 209 20 435 
193 
correlation 
FAMU FAU FGCU FIU FSU NCF UCF UF UNF USF UWF coefficient 
Harrison Ctr 
1998 0.00% 0.00% 0.00% 0.00% 35.00% 0.00% 30.00% 10.00% 0.00% 25.00% 0.00% 0.01405 
1999 0.00% 0.00% 0.00% 0.00% 22.22% 0.00% 16.67% 27.78% 5.56% 22.22% 0.00% 0.008592 
2000 0.00% 0.00% 0.00% 5.26% 31.58% 0.00% 21.05% 10.53% 0.00% 31.58% 0.00% -0.04125 
District-
Polk 
1998 9.11% 1.14% 0.23% 0.68% 21.41% 0.00% 19.36% 18.68% 3.87% 24.37% 0.23% 0.038189 
1999 8.83% 1.08% 0.72% 0.90% 18.92% 0.00% 15.32% 23.24% 6.49% 23.96% 0.18% 0.04089 
2000 6.27% 1.14% 0.95% 0.76% 17.11% 0.95% 16.73% 17.68% 6.08% 31.56% 0.00% -0.06545 
Proximity to 
Polk/Lakeland 
(miles) 244 193.00% 109.00% 223.00% 244 77.00% 54 120 179 33 430 
--
Osceola Arts 
1998 2.22% 0.00% 0.00% 2.22% 26.67% 0.00% 42.22% 11.11% 1.00% 11.11% 2.22% -0.28124 
1999 0.00% 0.00% 4.84% 0.00% 22.58% 0.00% 16.13% 25.81% 6.00% 19.35% 1.61% -0.24221 
2000 3.85% 0.00% 0.00% 3.85% 30.77% 0.00% 23.08% 11.54% 2.00% 19.23% 0.00% -0.22806 
District-
Osceola 
1998 1.86% 1.24% 0.62% 2.48% 22.36% 0.00% 36.65% 11.80% 2.00% 21.12% 0.62% -0.32966 
1999 1.55% 2.07% 1.55% 1.55% 18.13% 0.00% 25.91% 22.28% 9.00% 21.76% 0.52% -0.3271 
2000 1.28% 0.00% 0.00% 3.21% 21.15% 0.64% 31.41% 14.74% 6.00% 20.51% 3.21% -0.29285 
Proximity to 
Osceola 
(miles) 194 176 141 212 194 121 18 123 152 75 441 
Sources: Florida Department of Education (2005c) and Florida Department of Transportation (2009). 
194 
References 
Aasen, A. (2009, March 29). Higher education makes its case. The Florida-Times Union, 
B1, B3. 
Adelman, C. (1999). Answers in the toolbox: Academic intensity, attendance 
patterns, and bachelor's degree attainment. Washington, DC: 
U.S. Govemment Printing Office. 
Adelman, C. (2004). Principal indicators of student academic histories in 
postsecondmy education, 1972-2000. Washington, DC: U.S. Depatiment of 
Education, Institute of Education Sciences. 
Adelman, C. (2006). The toolbox revisited: Paths to degree completion ji-mn high 
school through college. Washington, DC: U.S. Depatiment of Education. 
Adler, M. (1982). The Paideia proposal: An educational manifesto. New York: 
Macmillan. 
Aiken, W. (1942). The story of the Eight-Year Study. New York: Harper. 
American Institutes for Research. (2005). Reassessing U. S. intemational 
mathematics perfmmance: New findings from the 2003 TIMSS and 
PISA. Retrieved January 5, 2006, from 
http://www.air.org/news/documents/TIMSS_PISA%20math%20 
study.pdf 
Amrein, A. L., & Berliner, D. C. (2003). The effects of high-stakes testing on student 
motivation and leaming. Educational Leadership, 60(5), 32-38. 
Angus, D. L., & Mirel, J. E. (1999). The failed promise of the American high school. 
New York: Teachers College Press. 
Arts Education Partnership. (2002). Critical links: Learning in the arts and student 
academic and social development. Washington, DC: Author. 
Astin, A. W., & Osequera, L. (2005). Pre-college and institutional influences on degree 
attainment. In A. Seidman (Ed.), College student retention: Formula for student 
success. (pp. 245-276). Westport, CT: Praeger Publishers. 
Bailey, J.D. (1987). Research needed to assess the pe1jormance of magnet 
schools. Washington, DC: Office of Educational Research and 
Improvement. (ERIC Document Reproduction Service No. ED284952) 
Baumol, W. J., & Bowen, W. G. (1966). Pe1jorming arts-The economic dilemma: A 
study of problems common to theater, opera, music and dance. New York: 
Twentieth Century Fund. 
Bean, J., & Eaton, S. B. (2001). The psychology underlying successful retention 
practices. Journal of College Student Retention, 3(1), 73-89. 
195 
Becker, G. S. (1993). Human capital: A theoretical and empirical analysis with special 
reference to education. (3rd ed.). Chicago: University of Chicago Press. 
Berube, M. R. (1999). Arts and education. The Clearing House, 72(3), 150-
152. 
Bestor, A. E. (1953, 1985). Educational wastelands: The retreatfiAomlearning in our 
public schools. Urbana: University of Illinois. 
Bestor, A. E. (1955). The restoration of learning. New York: Alfred A. Knopf. 
Blank, R., Levine, R., & Steel, L. (1996). After 15 years: Magnet schools in urban 
America. In B. Fuller, R. Elmore, & G. Orfield (Eds.), Who chooses? Who 
loses? Culture, institutions, and the unequal effects of school choice. (pp. 154-
172). New York: Teachers College Press. 
Bolman, L. G., & Deal, T. E. (1997). RefiAaming organizations: Artistry, choice, and 
leadership. (2nd ed.). San Francisco: Jossey-Bass. 
Bourdieu, P. (1993). Field of cultural production: Essays on art and literature. New 
York: Columbia University Press. 
Bousquet, S., Colavecchio-van Sickler, S., & Leary, A. (2008, March 25). Legislature is 
divided on budget strategies. St. Petersburg Times. Retrieved on April5, 2008, 
from http://www. tampabay .com/news/[politics/ state/ article4313 96 .ece 
Bowles, S., & Gintis, H. (1976). Schooling in capitalist America: Educational reform and 
the contradictions of economic life. New York: Basic Books. 
Brewer, T. M. (1998). Arts education advocacy and research: To what end? 
Arts Education Policy Review, 99(5), 16-21. 
Brewer, T. M. (2002). An examination of intrinsic and instrumental instruction in 
art education. Studies in Art Education, 43(4), 354-372. 
Brown v. Board ofEduc., 347 U.S. 483 (1954). 
Bruner, I. S. (1960). The process of education. Cambridge, MA: Harvard University 
Press. 
Bucheli, R.J., Goldberg, M. R., & Phillips, A. (Eds.). (1991). Symposium: Atis as 
education. Harvard Educational Review, 61(1), 25-26. 
Bumgarner, C. M. (1993). Artists in the classroom: An analysis of the Arts in 
Education Program of the National Endowment for the Arts. Unpublished 
doctoral dissetiation, Pennsylvania State University, State College. 
196 
Cabrera, A. F., Burkum, K. R., & LaNasa, S.M. (2005). Pathways to a four-year degree: 
Detetminants of transfer and degree completion. In A. Seidman (Ed.), College 
student retention: Formula for student success (pp. 155-214). Westport, CT: 
Praeger Publishers. 
Camara, W. J. (2005). Broadening predictors of college success. In W. J. Camara & E. 
W. Kimmel (Eds.), Choosing students: Higher education admissions tools for the 
21st centwy (pp. 81-105). Mahwah, NJ: Lawrence Erlbaum. 
Canoll, J. M. (1990). The Copernican Plan to restructure high schools. The Education 
Digest, 56(1), 32-36. 
Cato, T. (2002, March). "State of the arts" in the southeastern region of state 
affiliates of the National Art Education Association. Paper prepared for the 
Southeastern Delegates of the National Art Education Association. 
Catterall, J. S. (1998). Involvement in the mis and success in secondary school. 
Americans for the Arts Monograph Series, 1 (9), 1-11. 
Catterall, J. S., Chapleau, R., & Iwanaga, J. (1999). Involvement in the arts 
and human development. In E. B. Fiske (Ed.), Champions of change: 
The impact of the arts on learning (pp. 1-18). Washington, DC: Arts 
Education Partnership and President's Committee on the Atis and the 
Humanities. 
Chamberlin, D., Chamberlin, E., Drought, N. E., & Scott, W. E. (1942). Did they succeed 
in college?: The follow-up study of the graduates of the thirty schools. New 
York: Harper. 
Chapman, L. H. (1982). Instant art, instant culture: The unspoken policy for American 
schools. New York: Teachers College Press. 
Chapman, L. H. (1992). Arts education as a political issue: The federal legacy. In R. A. 
Smith and R. Bennan (Eds.), Public Policy and Aesthetic Interest: Critical Essays 
on Defining Cultural and Educational Relations (pp. 119-136). Urbana: 
University of Chicago Press. 
Chapman, L. H. (2004). No child left behind in art? Arts Education Policy Review, 
106(2), 3-17. 
197 
Chira, S. (1993, February 3). As schools trim budgets, the mis lose their place. The New 
York Times, A1, A19, B8. Retrieved on January 28, 2008, from 
http://query.nytimes.com/gst/fullpage.html?res=9FOCE4DF113DF930A35751CO 
A965958260 
Chubb, J. E., & Moe, T. M. (1988). Politics, markets, and the organization of 
schools. American Political Science Review, 82(4), 1065-1087. 
Chubb, J. E., & Moe, T. M. (2001). Better schools through new institutions. In 
The Jossey-Bass reader on school reform (pp. 251-298). San 
Francisco: Jossey-Bass. 
Civil Rights Act of 1964, 42 U.S.C. §1971 et seq. (1988). 
Clark, G. A., Day, M.D., & Greer, W. D. (2000). Discipline-based art 
education: Becoming students of mi. In R. A. Smith (Ed.), Readings in 
Discipline-Based Art Education: A literature of educational reform 
(pp. 27-34). Reston, VA: National Art Education Association. 
Cohen, J. (1988). Statistical power analysis for the behavioral sciences (2nd ed.). 
Hillsdale, NJ: Erbaum. 
College Board. (2007a). 2007 College-bound seniors: Total group profile report. New 
York: Author. 
College Board (2007b). 2007 College-bound seniors: State profile report Florida. New 
York: Author. · 
Colwell, R. (1998). A long trail awinding: Issues, interests, and priorities in 
arts education research. Arts Education Policy Review, 99(5), 21-30. 
Conant, J. B. (1959). The American high school today: A first report to 
interested citizens. New York: McGraw-Hill. 
Conley, D. T. (2005). College knowledge: What it really takes for students to 
succeed and what we can do to get them ready. Retrieved from 
http://www.s4s.org/KSUS_introduction.pdf 
Crain, R. L., Heebner, A. L., & Si, Y.P. (1992). The effectiveness ofNew York City's 
career magnet schools: An evaluation of ninth-grade pe1jormance using an 
experimental design. Berkeley, CA: National Center for Research in Vocational 
Education. 
Creswell, J. W. (2002). Educational research: Planning, conducting, and evaluating 
quantitative and qualitative research. Upper Saddle River, NJ: Pearson 
Education. 
198 
Csikszentmihalyi, M., & Schneider, B. (2000). Becoming adult: How teenagers prepare 
for the world ofwork. New York: Basic Books. 
Daniel, R. (2000). The right staff: The true key to arts-focused schools of choice. 
Arts Education Policy Review, 101(6), 33-38. 
Davis, J. A. (1982). Achievement variables and class cultures: Family, schooling, job, 
and fmiy-nine dependent variables in the cumulative GSS. American Sociological 
Review, 47(5), 569-586. 
Desjardins, S. L., McCall, B. P., Ahlburg, D. A., & Moye, M. J. (2002). Adding a 
timing light to the "toolbox." Research in Higher Education, 43(1), 83-114. 
Deuel, L. S. (1999). Block scheduling in large, urban high schools: Effects on academic 
achievement, student behavior, and staff perceptions. High School Journal, 
83(1), 14-26. 
Dewey, J. (1916, 2007). Democracy and education. New York: Collier-Macmillan. 
DiMaggio, P. (1982). Cultural capital and school success: The impact of 
status culture participation on the grades ofU. S. high school 
students. American Sociological Review, 47, 189-201. 
Dobbs, S.M. (2004). Discipline-based art education. In E. W. Eisner & M.D. 
Day (Eds.), Handbook of research and policy in art education (pp. 
701-724). Washington, DC: National Art Education Association. 
Donoghue, F. (2008). The last professors: The cmporate university and the fate of the 
humanities. New York: Fordham University Press. 
Eddy, J. (1977). Art education: The basics and beyond. Art Education, 30(7), 6-8, 10-12. 
Educational Policies Commission. (1944). Education for all American youth. 
Washington, D.C.: Educational Policies Commission, National Education 
Association of the United States and the American Association of School 
Administrators. 
Efland, A. D. (1990). A histmy of art education: Intellectual and social 
currents in teaching the visual arts. New York: Teachers College Press. 
Efland, A., & Soucy, D. ( 1991). A persistent interpretation: Art education 
historiography and the legacy of Isaac Edwards Clarke. Hist01y of Education 
Quarterly, 31 ( 4 ), 489-511. 
199 
Eineder, D. V., & Bishop, H. L. (1997). Block scheduling the high school: The effects on 
achievement, behavior, and student-teacher relationships. National Association of 
Secondary School Principals, 81(589), 45-54. 
Eisner, E. W. (1998). Does experience in the arts boost academic 
achievement? Art Education, 51(1), 7-15. 
Eisner, E. W. (1999). Getting down to basics in arts education. Journal of 
Aesthetic Education, 33(4), 145-60. 
Eisner, E. W. (2002). The arts and the creation of mind. New Haven, CT: 
Yale University Press. 
Farber, M. (1970). The aims of education in a changing world. In H. W. Kiefer & M. K. 
Munitz (Eds.), Public perspectives in education, religion, and the arts (pp. 73-
94). Albany: State University of New York Press. 
Fiske, E. B. (1999). Champions of change: The impact of the arts on learning. 
Washington, DC: Arts Education Partnership and President's 
Committee on the Atis and the Humanities. 
Flaxman, E., Guenero, A., & Gretchen, D. (1999). Career development effects of career 
magnets versus comprehensive schools (MDS-803). Berkeley: University of 
California National Center for Research in Vocational Education. 
Florida Office of Program Policy Analysis and Government Accountability. 
(2005). OPPAGA: Individuals with baccalaureate degrees have positive 
outcomes; increasing production in critical areas poses challenges. Tallahassee, 
FL: Author. 
Florida Board of Governors. (2004a). How long do students take 
to graduate in the State University System? [Information Brief, 1_(4)]. 
Tallahassee: Florida Depatiment of Education, Division of Colleges and 
Universities. 
Florida Board of Governors. (2004b ). State University System: Graduation 
rates: How are we doing? [Information Brief, 1(1)]. Tallahassee: Florida 
Department of Education, Division of Colleges and Universities. 
Florida Board of Governors. (2006). A map of Florida universities. Retrieved February 
19, 2009, from http://www.flbog.org/ documents_meetings/ 
200 
0038_0121_0956_10A%20Map%20ofl/o20Florida%20Universities%203-06-22-
06.ppt 
Florida Board of Governors. (2007). Proposing a blueprint for higher education in 
Florida: Outlining the way to a long-term master plan for higher education in 
Florida. Retrieved July 17, 2007, from http:www.flbog.org/ForwardByDesign/ 
Florida Board of Governors. (2008). State University System of Florida fact books. 
Retrieved January 2, 2009, from 
http://www .flbog. org/resources/ doc/factbooks/ quickfacts/SUSQuickF acts.xls. 
Florida Center for Advising and Academic Support. (2005). Graduation options. 
Retrieved July 29, 2005, from http://www.facts.org/cgi-bin/eaglec 
Florida Department of Education. (2001a). FCAT briefing book. Tallahassee: Florida 
Depatiment of Education. 
Florida Department of Education. (200 1 b). Readiness for college: Pe1jormance of 
1999-2000 Florida public high school graduates on ent1y level college placement 
tests in the 2000-2001 academic year. Tallahassee: Florida Department of 
Education. 
Florida Department of Education. (2004). SUS data dictionmy. Retrieved 
August 11, 2005, from www.fldcu.org/irm!DataDict/pdf_files/admdd.pdf 
Florida Department of Education. (2005a). Florida school data. Retrieved August 17, 
2005, from 
http://www.just4kids.org/jftk/index.cfm?st=Florida&loc=ChartExplanations 
Florida Department of Education. (2005b). Independent education & 
parental choice- Magnet schools. Retrieved August 1, 2005, from 
http://www. firn. edu/ doe/ choice/magnet.html 
Florida Department of Education. (2005c ). Office of Articulation readiness for college 
specialized reports. Retrieved August 17, 2005, from 
http://www.fldoe.org/articulation/college.asp 
Florida Department of Education. (2005d). School indicators report. Retrieved August 1, 
2005, from http://data.fldoe.org/fsir/ 
Florida Department of Transportation. (2009). FDOT official highway mileage viewer. 
Retrieved February 21, 2009, from 
http://www2.dot.state.fl.us/CityToCityMileage/viewer.html 
Florida Information Resource Network. (2006). The office of K-20 education 
information and accountability. Retrieved June 22, 2005, from 
www.firn.edu/doe/arm/eiahome.htm 
Florida SAT scores tumble close to bottom nationally. (2005, August 31). 
The Florida Times-Union, pp. Bl, B5. 
Fowler, C. (1988). Can we rescue the arts for America's children? Coming to our 
senses-] 0 years later. New York: American Council for the Atis. 
201 
Fowler, C. (1996). Strong arts, strong schools: The promising potential and shortsighted 
disregard ofthe arts in American schooling. New York: Oxford University Press. 
Fuller, B. F., & Elmore, R. (Eds.). (1996). Who chooses? Who loses? Culture, institutions 
and the unequal effects of school choice. New York: Teachers College Press. 
Gall, M. D., Gall, J. P., & Borg, W. R. (2003). Educational research: An 
introduction (7th ed. ). Boston: Pearson Education. 
Gamoran, A. (1996a). Do magnet schools boost achievement? Educational 
Leadership, 54(2), 42-46. 
Gamoran, A. (1996b). Student achievement in public magnet, public 
comprehensive, and private city high schools. Educational 
Evaluation and Policy Analysis, 18(1), 1-18. 
Gamoran, A. (2001). American schooling and educational inequality: A 
forecast for the 21st century. [Special issue]. Sociology of Education, 74, 
135-154. 
Gans, H. J. (1992). American popular culture and high culture in a changing class 
stmcture. In R. A. Smith & R. Berman (Eds.), Public policy and the 
aesthetic interest: Critical essays on defining cultural and educational 
relations (pp. 91-104). Urbana: University of Chicago Press. 
Garson, G. D. (2009). Statnotes: Topics in multivariate analysis. Retrieved May 6, 2008, 
from http ://faculty. chass .ncsu. edu/ garson/P A 7 65/index.htm 
Garton, B. L. (2005). University admission criteria and learning style: Predictors of 
academic success? North American Colleges and Teachers of Agriculture. 
Retrieved July 5, 2007, from 
http://findarticles.com/p/articles/mi_ qa4062/is _ 200506/ai_ n13643624 
Gee, C. B. (1999a). For you dear-anything! Omnipotence, omnipresence, and 
servitude "through the atis" - Part 1. Arts Education Policy Review, 
100(4), 3-17. 
Get;, C. B. (1999b). For you dear-anything! Remembering and returning to 
first principles- Part 2. Arts Education Policy Review, 100(5), 3-22. 
Gee, C. B. (2001). The perils and parables of research on research. Arts Education 
Policy Review, 102(5), 31-38. 
Gee, C. B. (2004). Spirit, mind, and body: Atis education the redeemer. In 
E. W. Eisner & M. D. Day (Eds.), Handbook of research and policy 
in art education (pp. 115-134). Mahwah, NJ: National Art 
Education Association. 
Glenn, J. (1978). Legislative implications of magnet schools. InN. Estes & D. R. 
Waldrip (Eds.), Magnet schools: Legal and practical implications (pp. 30-32). 
Piscataway, NJ: New Century Education. 
Goals 2000: Educate America Act of 1993, H.R. 1804, 103d Cong. (1993). 
Goldhaber, D., & Hannaway, J. (2004). Accountability with a kicker: 
Observations on the Florida A+ accountability plan. Phi Delta 
Kappan, 85(8), 598-605. 
Goodlad, J. I. (1984). A place called school: Prospects for the future. New 
York: McGraw Hill. 
Grant, C. A., & Gomez, M. L. (1996). Making schooling multicultural: 
Campus and classroom. Upper Saddle River, NJ: Merrill/Prentice 
Hall. 
202 
Gratto, S. D. (2002). Arts education in alternative school formats. Arts Education Policy 
Review, 103(5), 17-24. 
Greene, J.P. (2001). An evaluation of the Florida A-plus accountability and school 
choice program. New York: Manhattan Institute. 
Groves, P. (2002). "Doesn't it feel morbid here?" High-stakes testing and the 
widening ofthe equity gap. Educational Foundations, 16(2), 15-25. 
Gruber, C. D., & Onwuegbuzie, A. J. (2001). Effects ofblock scheduling on academic 
achievement among high school students. The High School Journal, 84(4), 32-
42. 
Gruber, D. D., & Hobbs, J. A. (2002). Historical analysis of assessment in art education. 
Art Education, 55(6), 12-17. 
203 
Guskey, T. R., & Kifer, E. (1995). Evaluation of a high school block schedule 
restructuring program. A paper presented at the mmual meeting of the American 
Educational Research Association, San Francisco. (Eric Document 
Reproduction Service No. ED 384 652) 
Halquist, D. (2003). Red, yellow, blue: A primmy study of the strengths, 
limitations and challenges of arts magnet schools. Sandin Park: 
University ofNew Mexico. (ERIC Document Reproduction Service No. 
ED 477146) 
Hamblen, K. A. (1993). Theories and research that support art instruction for 
instrumental outcomes. Arts Education Policy Review, 98(3), 27-34. 
Hamblen, K. A. (1995). Beyond the public face ofpolicymaking. Arts 
Education Policy Review, 96(3), 28-33. 
Hanna, J. (1994). Issues in supporting school diversity: Academics, social relations, and 
the mis. Anthropology & Education Quarterly, 25(1), 66-85. 
Harvard University. (1945). General education in aji-ee society; Report of the Harvard 
committee. Cambridge, Mass: Harvard University Press. 
Henig, J. R. (1999). The color of school reform: Race, politics, and the 
challenge of urban education. Princeton, NJ: Princeton University 
Press. 
Herbert, D. (2004). Finding the will and the way to make the arts a core subject: Thirty 
years of mixed progress [Electronic version]. State Education Standard,4(4). 
Retrieved July 8, 2007, from http://www.nasbe.org/Standard/ 
15 _ Winter2004/Herbeti. pdf 
Hetland, L., Winner, E., Veenema, S., & Sheridan, K. (2007). Studio thinking: The real 
benefits of visual arts education. Cambridge, MA: Harvard University Press. 
High schools under fire. (1977, November 14). Time Magazine, 11 0(20), 62-75. 
Hirsch, E. D., Jr. (1987). Cultural literacy: What every American needs to !mow. 
Boston: Houghton Mifflin. 
Hodge, W., & Comelius, J. (1999). Patterns of success among network arts 
schools. Washington, DC: Intemational Network of Performing and 
Visual Arts Schools. 
Hope, S. (2001). REAP: More than fifteen minutes? Arts Education Policy Review, 
102(5), 7-10. 
204 
Horn, L., & Kojaku, R. (2001). High school academic curriculum and the persistence 
path through college: Persistence and transfer behavior of undergraduates 3 
years after entering 4-year institutions (NCES 2001-163). Washington, DC: U.S. 
Depatiment of Education, National Center for Education Statistics. 
Hosmer, D. W., & Lemeshow, S. (1989). Applied logistic regression. New York: Wiley 
& Sons. 
Hoy, W. K., & Miskel, C. G. (2001). Educational administration: The01y, research, and 
practice. Boston: McGraw-Hill. 
Huck, S. (2008). Reading statistics and research (5th ed.). Boston: Pearson/Allyn & 
Bacon. 
Ken, J. (2009, Februaty 28). The line stretched into the hallway. The Florida Times-
Union, B-4. 
Khazzaka, J. (1997). Comparing the merits of a seven-period school day to those of a 
four-period school day. The High School Journal, 81(2), 87-97. 
Klauke, A. (1988). Magnet schools. Eugene, OR: ERIC Clearinghouse on 
Educational Management. (ERIC Document Reproduction Service No. ED 
293225). 
Kliebard, H. (1958). The struggle for the American curriculum: 1893-1958. 
New York: Routledge. 
Knight, S. L., DeLeon, N. J., & Smith, R. G. (1999). Using multiple data sources to 
evaluate an alternative scheduling model. The High School Journal, 83(1), 1-13. 
Kormanik, B. (2005, August 17). Florida college entry exam scores slip. The 
Florida Times-Union, pp. B1, B4. 
Kozol, J. (2005). The shame of the nation: The restoration of apartheid schooling in 
America. New York: Crown Publishers. 
Kumar, A. (2004, February 8). Admit, deny, done. St. Petersburg Times online. Retrieved 
on May 22, 2006, from 
http ://www.sptimes.com/2004/02/08/news _pf/State/ Admit_ deny-done.shtml 
Larson, G. 0. (1997). American canvas. Washington, DC: National 
Endowment for the Arts. 
Laws, L. (1987). Assessing outcomes of magnet schools. Washington, DC: Office of 
Educational Research and Improvement. (ERIC Document Reproduction Service 
No. ED 284 951). 
205 
Linn, R. L. (2005). Evaluating college applicants: Some alternatives. In W. J. Camara & 
E. W. Kimmel (Eds.), Choosing students: Higher education admissions tools for 
the 21st century (pp. 141-156). Mahwah, NJ: Lawrence Erlbaum 
Lips, D. (2006). Education notebook: Supreme Court decision threatens Florida 
school choice revolution. Retrieved March 4, 2007, from 
http://www .heritage.org/Research/Education/EdN otes 17. cfm 
Longley, L. (Ed.). (1999). Gaining the arts advantage: Lessons from school districts that 
value arts education. Washington, DC: President's Committee on the Alis and the 
Humanities and the Arts Education Partnership. 
Lord, J. A. (2003). ACT and SAT scores in the South: The challenge to lead. 
Atlanta: Southern Regional Education Board. (ERIC Document 
Reproduction Service No. ED 476418) 
Lubienski, C. (2001). Redefining "public" education: Charter schools, common 
schools, and the rhetoric of reform. Teachers College Record, 103, 634-
666. 
Malthouse, E. (200 1 ). Dealing with outliers. Journal of Consumer Psychology, 1 0(1/2), 
111-112. 
Marchant, G. J., & Paulson, S. E. (2001). Differential school functioning in a block 
schedule: A comparison of academic profiles. The High School Journal, 84( 4), 
12-20. 
Marquis, A. G. (1995). Art lessons: Learningji·om the rise and fall of 
public arts funding. New York: Basic Books. 
McCatihy, K. F., Ondaatje, E. H., Zakaras, L., & Brooks, A. (2004). Gifts of the muse: 
Reji·aming the debate about the benefits of the arts. Santa Monica, CA: Rand 
Corporation. 
McDonald, W. F. (1969). Federal Relief Administration and the arts. Columbus: Ohio 
State University Press. 
McManus, S. A., & HelTington, C. D. (2005). Continuity and accountability in a 
changing political environment: Ramifications for educational policy making. In 
C. Fountain (Ed.), Educational accountability and assess111ent in Florida: 
Informing the debate (FIE Policy Brief2). Jacksonville: University ofNorth 
Florida, Florida Institute of Education. 
Metz, M. H. (1986). Different by design: The context and character of three magnet 
schools. New York: Routledge & Kegan Paul. 
McMillan, C. B. (1980). Magnet schools: An approach to voluntary desegregation. 
Bloomington, IN: Phi Delta Educational Foundation. 
Mirel, J. (2006). The traditional high school: Historical debates over its nature and 
function. Education Next, 6(1), 14-23. 
206 
Mistretta, G. M., & Polansky, H. B. (1997). Prisoners of time: Implementing a block 
schedule in the high school. National Association of Secondmy School Principals. 
NASSP Bulletin, 81(593), 23-31. 
Morgan, R. L., & Hunt, E. S. (2000). Classification of instructional programs- 2000: 
(NCES 2002-165), U.S. Department of Education, National Center for Education 
Statistics. Washington, DC: U.S. Government Printing Office. 
Morgan, S. E., Reichert, T., & Harrison, T. R. (2002). From numbers to words: 
Reporting statistical results for the social sciences. Boston: Allyn and Bacon. 
Mungazi, D. A. (1999). The evolution of educational themy in the United States. 
Westport, CT: Praeger. 
Murfee, E. (1995). Eloquent evidence: Arts at the core of learning. 
Washington, DC: President's Committee on Arts and the Humanities. 
National Association for Music Education. (2008). The national standards for art 
education. Retrieved April19, 2009, from http://misedge.kennedy-
center. org/teach/standards 
National Center for Education Statistics. (2000). Classification of instruction programs: 
2000 edition. Washington: Government Printing Office (NCES 2002-165). 
National Center for Education Statistics. (2004). Remediation and 
degree completion, 2004. Retrieved January 5, 2006, from 
http:/ /nces. ed. gov /programs/ coe/2004/section3/indicator 18 .asp 
National Center for Education Statistics. (2007). Common core of data: Public school 
data 2005-2006 school year. Retrieved November 29, 2007, from 
http:/ /nces.ed.gov/ccdlschoolsearch _detail. asp 
National Education Association. (1893). Report of the Commission on Secondmy School 
Studies: Report of the Committee ofTen. Washington, DC: Author. Retrieved 
March 8, 2008, from http://tmh.floonet.net/books/commoften/maimpt.html 
National Education Association of the United States Commission on the Reorganization 
of Secondaty Education. (1918). Cardinal principles of secondary education. 
Washington, DC: U.S. Government Printing Office. 
National Endowment for the Arts. (1988). Toward civilization: A report on 
arts education. Washington, DC: Author. 
207 
National Endowment for the Arts. (1994). Arts education research agenda for the future. 
Washington, DC: Author. 
No Child Left Behind Act. (2001). Retrieved on March 25, 2008, from 
http://www. w hitehouse.gov /news/reports/no-child-left-behind. pdf 
Norman, J. T. (1987). The effectiveness of an integrated arts program on students' 
academic achievement. (Doctoral dissetiation, University of Kansas, 1987). 
Dissertation Abstracts International, 48, 10. 
Onwuegbuzie, A. J. (2005). Causal-comparative research. Unpublished manuscript, 
University of South Florida at Tampa. 
Orfield, G. (2003). Dilemmas created by school choice. Retrieved 
on April6, 2005, from http://educateclt.org/archive_pdf/2003/ 
Educate!%20030327.pdf 
Pai, Y., & Adler, S. A. (2001). Cultural foundations of education (3rd ed.). 
Upper Saddle River, NJ: Merrill Prentice Hall. 
Paige, R. (2004). Letter to superintendents regarding the arts as a core academic 
subject under No Child Left Behind Act of2001 and the role of the arts in 
education. U.S. Department of Education, Elementary and Secondary 
Education Policy Guidance. Retrieved May 27, 2007, from 
http:/ I ed. gov/policy I elsec/ guid/secletter/0407 0 1.html 
Pampel, F. C. (2000). Logistic regression: A primer. Thousand Oaks, CA: Sage. 
Pariser, D., & Zimmerman, E. (2004). Learning in the visual arts: Characteristics of 
gifted and talented individuals. In E. W. Eisner & M.D. Day (Eds.), Handbook of 
research and policy in art education (pp. 379-405). Washington, DC: National 
Art Education Association. 
Pascarella, E. T., & Terenzini, P. T. (1991). How college affects students: 
Findings and insightsfi·om twenty years of research. San Francisco: 
Jossey-Bass. 
Pascarella, E. T., & Terenzini, P. T. (2005). How college affects students: 
A third decade of research. (2nd ed.). San Francisco: Jossey-Bass. 
208 
Pierson, G. W. (1968). American universities in the nineteenth-century: The fonnative 
period. In M. Clapp (Ed.), The modern university (pp. 59-1 09). New York: 
Comell University Press. 
Pitter, G. W., LeMon, R. E., & Lanham, C. H. (1996). Hours to graduation: A national 
survey of credit hours required for baccalaureate degrees. Tallahassee: 
State University System of Florida Office of Academic Programs. (ERIC 
Document Reproduction Service No. ED 409 776) 
Pope, J. (2006, 30 August). SAT scores lowest in 30 years. The Florida Times-Union, 
p. A6. 
Poppell, J. B., & Hague, S.A. (2001, April). Examining indicators to assess the overall 
effectiveness of magnet schools: A study of magnet schools in Jacksonville, 
Florida. Paper presented at the American Educational Research Association, 
Seattle. (ERIC Document Reproduction Service No. ED452 215). 
Powell, A. G., Farrar, E., & Cohen, D. K. (1985). The shopping mall high school. 
Boston: Houghton Mifflin. 
Ravitch, D. (2001). Refonners, radicals, and romantics. In Jossey-Bass 
reader on school reform (pp. 43-88). San Francisco: Jossey-
Bass. 
Raywid, M. (1994). Altemative schools: The state of the art. Educational Leadership, 
52(1 ), 26-31. 
Rickover, H. G. (1963). American education-A national failure. New York: E. P. 
Dutton. 
Rockefeller Brothers Fund. (1958). The pursuit of excellence: Education and the 
fiiture of America. Panel report. Garden City, NY: Doubleday. 
Rogers, C., & Freiberg, H. J. (1994). Freedom to learn. (3rd ed.). Upper Saddle River, 
NJ: Prentice Hall. 
Rossell, C. H. (1990). The carrot or the stick for desegregation policy: 
Magnet schools or forced busing. Philadelphia: Temple University. 
Rossell, C. H. (2005). Whatever happened to ... magnet schools? Education 
Next, 5(2), 44-49. 
Sashkin, M., & Walberg, H. J. (1993). Educational leadership and school culture. 
Berkeley, CA: McCutchan. 
Sautter, R. C. (1994). An atis education school reform strategy. Phi Delta 
Kappan, 75, 432-437. 
Sclafani, S. (2002/2003). No child left behind. Issues in Scientific Technology, 
19(2), 43-47. 
Schaeffer, A. B. (2006). ETC, Phone home: School choice's last, best hope, in 
Florida. (Retrieved March 4, 2007, from 
http. :I /www .nationalreview. com/ script/printpage. p ?ref=/ comment. schaeffer2 
00601090815.asp 
209 
Shircliffe, B. J. (2002). Desegregation and the historically black high school: The 
establishment of Howard W. Blake in Tampa, Florida. The Urban Review, 34(2), 
135-158. 
Siegesmund, R. (1998). Why do we teach art today? Studies in Art Education, 39(3), 
197-214. 
Smith, R. A. (2000). Elitism. In R. A. Smith (Ed.), Readings in discipline-
based art education: A literature of educational reform (pp. 357-
363). Reston, VA: National Ati Education Association. 
Smrekar, C., & Goldring, E. (1999). School choice in urban America: 
Magnet schools and the pursuit of equity. New York: Teachers College Press. 
Stankiewicz, M.A. (1997). Perennial promises and pitfalls in arts education reform. Arts 
Education Policy Review, 99, 8-14. 
Stankiewicz, M.A. (2004). A dangerous business: Visual culture theory and 
education policy. Arts Education Policy Review, 105(6), 3-13. 
Steel, L., & Levine, R. E. (1994). Educational innovation in multiracial contexts: The 
growth of magnet schools in American education. Washington, DC: U. S. 
Department of Education. 
Stemberg, R. J. (2005). Augmenting the SAT through assessments of analytical, 
practical, and creative skills. In W. J. Camara & E. W. Kimmel (Eds.), Choosing 
students: Higher education admissions tools for the 21st century (pp. 159-193). 
Mahwah, NJ: Lawrence Erlbaum. 
Swann v. Board ofEduc., 402 U.S. 1 (1971). 
Tanner, D. (1972). Secondmy education. New York: Macmillan. 
Taylor, F., & Barresi, A. (1984). The arts at a new frontier: The National Endowment 
for the Arts. New York: Plenum Press. 
210 
Teitelbaum, T., & Gillis, S. F. (2003). Arts education: A review of the literature. Seattle: 
Blueprint Research & Design. 
The pursuit of excellence. (1958, July 7). Time Magazine, 72, 55-56. 
Thomma, S. (2009, March 11 ). Obama: Toughen our schools. The Florida Times-Union. 
A-1, A-6. 
Thompson, B. (2002). What future quantitative social science research could look like: 
Confidence intervals for effect sizes. Educational Researcher, 31(3), 25-32. 
Tinto, V. (1993). Leaving college: Rethinking the causes and cures of 
student attrition (2nd ed.). Chicago: University of Chicago Press. 
Trescott, J. (1997, August 4). Arts education colors debate. The Washington 
Post, p. Bl. 
Trimble, S. B., & Herrington, C. (1999). Beyond legislative schizophrenia: 
Sustaining long-term educational reform and short-term viability. Washington, 
DC: Office of Educational Resources Information Center (ERIC). (ERIC 
Document Reproduction Service No. ED 427404). 
Tyack, D. B., & Cuban, L. (1995). Tinkering toward utopia: A century of 
public school reform. Cambridge, MA: Harvard University Press. 
U.S. Department of Education. (2007). The condition of education 2007 (NCES 2007-
064). Washington: Author. 
U. S. National Commission on Excellence in Education. (1983). A nation at 
risk: The imperative for educational reform. A report to the nation 
and the Secret my of Education, United States Department of 
Education. Washington: U.S. Govemment Printing Office. 
U.S. Senate Committee on Labor and Human Resources. (1993). 
Goals 2000: Educate America Act: Hearing before the Committee on 
Labor and Human Resources, United States Senate, One Hundred 
Third Congress, first session, on S.846. Washington, DC: U.S. Govemment 
Printing Office. 
Urice, J. K. (1983). Using research to determine, challenge, or validate public arts policy. 
Journal of Arts Management and Law, 13(1), 198-206. 
Urice, J. K. (2001). Implications of the REAP report on advocacy. Arts Education Policy 
Review, 102(5), 15-20. 
Vaughn, K., & Winner, E. (2000). SAT scores of students who study the arts: 
What we can and cannot conclude about the association. Journal of 
Aesthetic Education, 34(3-4), 77-90. 
Walling, D. R. (2001). Rethinking visual arts education. Phi Delta Kappan, 
82(8), 626-628, 630-631. 
Warner, W. L., Havighurst, R. J., & Loeb, M. B. (1944). Who shall be educated? The 
challenge of unequal opportunities. New York: Harper & Bros. 
211 
We are less educated than 50 years ago: Interview with Professor Atihur Bestor. (1956, 
November 30). US. News and World Report, 41, 68-86. 
Wehlage, G. G., Rutter, R. A., Smith, G. A., Lesko, N., & Fernandez, R. R. (1989). 
Reducing the risk: Schools as communities of support. New York: Palmer Press. 
Weimer, D. L., & Vining, A. R. (1998). Policy analysis: Concepts and practice. (2nd ed.). 
Englewood Cliffs, NJ: Prentice Hall. 
Welch, N., & Greene, A. (1995). Schools, communities, and the arts: A 
research compendium. Washington, DC: National Endowment for 
the Atis. (ERIC Document Reproduction Service No. ED 394868) 
What went wrong with U.S. schools? An interview with Prof. Arthur Bestor, University 
ofillinois. (1958, January 24). US. News and World Report, 44, 68-75. 
Whitener, S. (1974). Patterns ofhigh school studies and college achievement. 
Unpublished doctoral dissertation. (Rutgers University, New Brunswick, New 
Jersey.) Dissertation Abstracts International, 36, 05. 
Wilson, B. (200 1 ). Arts magnets and the transformation of schools and 
Schooling. Education and Urban Society, 33(4), 366-387. 
Wilson, B., & Rubin, B. (2000). DBAE and educational change. In R. A. 
Smith (Ed.), Readings in discipline-based art education: A 
literature of educational reform (pp. 215-224). Reston, VA: 
National Art Education Association. 
Wilson, D. E. (1963). Art in the difficult school: A study. Art Education, 16(6), 4-8. 
Winn, J. (2006). High School Reform Task Force report and recommendations. Florida 
Department of Education. Retrieved July 14, 2007, from 
http://www .tldoe. org/hsreform/pdfs/FinalReport.pdf 
Winner, E., & Cooper, M. (2000). Mute those claims: No evidence (yet) for a 
causal link between arts study and academic achievement. The 
Journal of Aesthetic Education, 34(3-4), 11-75. 
Zangwill, I. (1909). The melting pot. New York: Macmillan. 
Zimmerman, E. (1997). Research methods and methodologies for art 
education. Reston, VA: National Art Education Association. 
212 
June 9, 2009 
VITA 
Dianne Crum Dawood 
2782 Riverwood Lane 
Jacksonville, FL 32207 
(904) 396-5757 
I. EDUCATION 
Ed. D., University of North Florida (UNF) (2009) 
M.P.A., UNF (1999) 
Master's of Political Science and Public Administration 
B. A., UNF (1996), summa cum laude 
Major: Art History 
Continuing education: 
M.A., University of Florida, 2010 (anticipated) 
Master's of Art. Internship: Cummer Museum of Art & Gardens, 
Jacksonville, FL. 
II. PROFESSIONAL EXPERIENCE 
2008- present 
1999-2005 
1992-1996 
Adjunct Instructor, UNF 
Executive Director, Theatreworks. 
CEO, Dawood & Associates, Inc. 
III. PAPERS/PRESENTATIONS 
Dawood, D. C. (2004,). Poetry experience therapy: An exploratmy study of 
bibliotherapeutic poet1y-based intervention with incarcerated juveniles. 
Paper presented annual meeting of Florida Educational Research 
Association, Tampa. 
Dawood, D. C. & Bowen, T. (2003). The effectiveness of educational 
213 
drama in building vocabulmy skills for elementmy students. Paper presented 
annual meeting of Florida Educational Research Association, Orlando. 
Dawood, D. C. (2002). The effectiveness of educational drama as a 
literacy incentive for elementmy and middle school students. Presented 
annual meeting of Southwestern Educational Research Association, San 
Antonio, TX. 
IV. COMMUNITY SERVICE 
Leadership Jacksonville, Class of 2001 
Professional Women's Network. (2006). 
Rotary Club of South Jacksonville, FL. (1994-2005) 
V. UNIVERSITY SERVICE 
Member, Advisory Board, (2008-2009). UNF Florida Center. 
Member, Steering Committee. (2004-2009). UNF Educational Leadership 
Doctoral Program. 
VII. COMMUNITY SERVICE 
Panel moderator. Much Ado About Books. (April26, 2008). Jacksonville Public 
Librmy. 
Member, Arts Magnet Schools Design Team. (2004-2005). Duval County School 
Board. 
Member, Art in Public Places. (2003-2006). Cultural Council of Greater 
Jacksonville. 
214 
